

















JOURNAL OF THE 
AMERICAN ACADEMY OF ARTS AND SCIENCES 


Volume 88 
of the Proceedings of the Academy 


1959 


PUBLISHED JOINTLY BY THE ACADEMY AND 
THE WESLEYAN UNIVERSITY PRESS 





BOARD OF EDITORS 


RAYMOND ARON KONRAD LORENZ 

P. W. BriGMAN R. M. MaAcIver 
Joun E. BurcHARD ARCHIBALD MACLEISH 
CLARENCE Faust Pau. B. SEARS 
ETIENNE GILSON Hartow SHAPLEY 
CiarRK KERR Paut TILLICH 


GEORGE WALD 


GERALD Ho.ton, Editor in Chief 
KATHERINE STRELSKy, Assistant Editor 


ASSOCIATE EDITORS 


DANIEL BELL RICHARD PIPES 

JosEPpH CAMPBELL GARDNER C. QUARTON 

HARLAN CLEVELAND Ex.uiotr L. RicHARDSON 

SAVILLE R. Davis Pumir RiEFF 

Kart W. DEUTSCH Lioyp RopwIn 

FRANK FREIDEL WaLTER A. ROSENBLITH 

H. Stuart HuGHEs SEYMOUR SLIVE 

Det. H. HyMes KRISTER STENDAHL 
JosEPH PALAMOUNTAIN RICHARD WILBUR . 


EDITORIAL OFFICE: Dedalus, the Journal of the American Academy of Arts 
and Sciences, 357 Jefferson Laboratory, Harvard University, Cambridge 38, 
Massachusetts. All communications to the Editor should be sent to that address. 


PUBLICATION OFFICE: Wesleyan University Press, 356 Washington Street, 
Middletown, Connecticut. All business correspondence should be sent to the 
Wesleyan University Press. Issued from 1250 Fairwood Ave., Columbus 16, Ohio. 


SUBSCRIPTIONS: Dezdalus is published quarterly. Subscription rate in the 
U. S. A. $4.50 a year; foreign $5.00; single copies $1.25. Subscription orders 
should be sent to the Publication Office, Wesleyan University Press. i 


Published jointly by the American Academy of Arts and Sciences and 
the Wesleyan University Press 


Printed in the United States of America 


Copyright © 1959 by the American Academy of Arts and Sciences 
Library of Congress Catalog Card Number: 12-30299 
Second-class mailing privileges authorized at Columbus, Ohio 





Tu «ta rprw 


7? 2 DS Te... >... 





U of M Bindery “UL 1260 


























Journal of the American Academy of Arts and Sciences 





CONTENTS OF VOLUME 88, 1959 


No. 1, Winter 1959, “Education in the Age of Science” 


3 


75 


91 
107 
121 
139 


147 


170 


INTRODUCTION TO THE IssuE “EDUCATION IN THE AGE OF 
SciENCE, by Brand Blanshard 


THe Enps AnD ConTENT oF Epucation, by Sidney Hook 
Wuat Is Epucation? by George N. Shuster 
EDUCATION AND THE Humanities, by Douglas Bush 


THE PLACE OF SCIENCE IN A LIBERAL EpucaTion, by Ernest 
Nagel 


EDUCATION AND ITs PROPER RELATIONSHIP TO THE FORCES 
OF AMERICAN Socrety, by Arthur Bestor 


EDUCATION AND THE AMERICAN SCENE, by John L. Childs 
EDUCATION AND THE Wor -p Sceng, by Reinhold Niebuhr 
EDUCATION AND Wor LD Po itics, by Hans J. Morgenthau 


CLOSING THE GAP BETWEEN THE SCIENTISTS AND THE OTHERS, 
by Margaret Mead 


THE ACADEMIC CAREER: NOTES ON RECRUITMENT AND COL- 
LEAGUESHIP, by David Riesman 


OPINIONS AND ISSUES 
EDUCATION IN SCIENCE: PREREQUISITE FOR NATIONAL SuR- 
vivaL, by Philippe LeCorbeiller 
continued 





NOTES FROM THE ACADEMY 


175 PRESENTATION OF THE REPORT OF THE ACADEMY COMMITTEE 
ON THE ROLE OF SCIENCE IN AMERICAN EDUCATION, 
by Edwin C. Kemble 


182 PURPOSES AND INNOVATIONS IN SCIENCE TEACHING, by War- 
ren Weaver 
186 Basic DiFFICULTIES IN PRESENT HicH ScHOOL SCIENCE 


Teacuinec, by Fletcher G. Watson 


TEXTS AND MOTIFS 
192 A. N. WHITEHEAD, “THE AIMS OF EDUCATION 


206 NoTES ON CONTRIBUTORS 





No. 2, Spring 1959, “Myth and Mythmaking” 


211 INTRODUCTION TO THE IssuE “MyTH AND MyYTHMAKING,” 
by Henry A. Murray 


223 SOME MEANINGS oF Mytu, by Harry Levin 


232 THE HistoricaAL DEVELOPMENT OF MytTHo ocy, by Joseph 
Campbell 

255 THE YEARNING FOR PARADISE IN PRIMITIVE TRADITION, by 
Mircea Eliade 

268 RECURRENT THEMES IN MyTHs AND MyTHMAKING, by Clyde 
Kluckhohn 

280 THEORIES OF MyTH AND THE Fo.kiorist, by Richard M. 
Dorson 

291 THE THREE RoMEs: THE MIGRATION OF AN IDEOLOGY AND 


THE MAKING OF AN AuTocraT, by Robert Lee Wolff 


312 WorLD INTERPRETATION AND SELF-INTERPRETATION: SOME 
Basic Patterns, by Ernst Topitsch 


326 THE WorkInG NOVELIST AND THE MYTHMAKING PROCESS, 
by Andrew Lytle 
continued 





339 Mytu AND Mass Meni, by Marshall McLuhan 


349 MyTH AND Ipentiry, by Jerome S. Bruner 


TEXTS AND MOTIFS 


359 MARK SCHORER, “THE NECESSITY OF MyTH” 
363 GEORGES SOREL, “REFLECTIONS ON VIOLENCE 
369 Tuomas Mann, “Docror Faustus” 


374 THOMAS MANN, “FREUD AND THE FUTURE” 


379 NOTES ON CONTRIBUTORS 





No. 3, Summer 1959, “Current Work and Controversies” 


383 | FOREWORD TO THE IssuE “CURRENT WORK AND CONTROVERSIES, 
by Gerald Holton 


385 | Worvp-WmeE CAPABILITIES FOR PRODUCTION AND CONTROL OF 
NucLeaR Weapons, by Howard Simons 


410 Menicau UTopias, by René J. Dubos 


425 PopuLATION PROBLEMS AND THE CONTROL OF Fertiuity, by 


Hudson Hoagland 


444 Tue Catuo.ic Posrrion on PorpuLtaTion Controx, by John 
L. Thomas, S.J]. 


454 PRoTEesTANT ETHICS AND PoPpuLATION ControL, by John C. 
Bennett 


460 AMERICAN INTELLECTUALS: THEIR Poxitics AND Status, by 
Seymour Martin Lipset 


487 COMMENTS ON “AMERICAN INTELLECTUALS: THEIR POLITICS 
AND Status,” by Arthur Schlesinger, Jr.; Karl W. 
Deutsch; David Riesman; Talcott Parsons; and Daniel 
Bell 


continued 





499 OBSERVATIONS ON THE AMERICAN Economy, by Sumner H. 
Slichter 


505 Economic Poticies FoR A LEADER OF THE FREE Wor Lp, by 
Solomon Barkin 
REPUTATIONS 


518 P. W. Broocman’s “THE Locic oF MODERN Puysics” AFTER 
Tumty Years, by P. W. Bridgman 


527 AN APPRAISAL OF LEw1is MUMFORD’S “TECHNICS AND CIVILIZA- 
TION’ (1934), by Lewis Mumford 


WORK IN PROGRESS 


537 THE Ecotocy or IMAGINATION In CuiLpHOOoD, by Edith Cobb 


TEXTS AND MOTIFS 

549 REFLECTIONS OF JOHN DEWeEy: EXCERPTS FROM UNPUBLISHED 
CoRRESPONDENCE 
NOTES FROM THE ACADEMY 


560 Tue First DARWINIAN DEBATE IN AMERICA: GRAY VERSUS 
Acassiz, by A. Hunter Dupree 


570 Nores on CONTRIBUTORS 





No. 4, Fall 1959, “Quantity and Quality” 


575  PREFATORY NOTE ON THE IssuE “QUANTITY AND QUALITY” 
577 MATHEMATICS WITHOUT NuMBERs, by John G. Kemeny 


592 QvuaLiry AND Quantity IN Quantum Pnuysics, by Victor F. 
Weisskopf 


606 THE QUANTIFICATION OF SENSATION, by S. S. Stevens 


622 THE PROBLEM OF QUALITY AND Quantity In Economics, by 
Wassily Leontief 
continued 





646 


686 


700 


712 
719 
722 


THE QUALITATIVE AND THE QUANTITATIVE IN POLITICAL AND 
Lecat Anatysis, by Harold D. Lasswell 


OPINIONS AND ISSUES 
Is PREVENTIVE PsycHIaTRY PossisLE? by Lawrence S. Kubie 


THE IMPACT OF SCIENCE AND TECHNOLOGY ON INTERNATIONAL 
Pouitics, by Karl W. Deutsch 


WORK IN PROGRESS 


THE PASTORAL OF THE SELF, by Renato Poggioli 


REPUTATIONS 


THE Po.itTicaL PHILOSOPHY OF JACQUES Maritain, by Clarence 
Morris 


NOTES FROM THE ACADEMY 
On Emerson, by Robert Frost 
NOTES ON CONTRIBUTORS 


INDEX TO VOLUME 88 





o) 
G 
g 
E 
S 
2 
: 
1) 
8 
> 
: 
= 
; 
4 


THE AMERICAN ACADEMY OF ARTS AND SCIENCES 




















-——__—__o- 


Journal of the American Academy of Arts and Sciences 






















CONTENTS 


3 INTRODUCTION TO THE IssUE “EDUCATION IN THE AGE OF 
ScreNCE,” by Brand Blanshard 


7 THE Enps AND ConTENT OF Epucation, by Sidney Hook 


25 Wuat Is Epucation? by George N. Shuster 





, 40 EDUCATION AND THE Humanities, by Douglas Bush 
- 56 Tue PLAce oF SCIENCE IN A Liperat Epucation, by Ernest 
A Nagel 

7 lo EDUCATION AND ITs PROPER RELATIONSHIP TO THE FORCES 


oF AMERICAN Society, by Arthur Bestor 
91 EDUCATION AND THE AMERICAN SCENE, by John L. Childs 


107 EDUCATION AND THE WorLD SCENE, by Reinhold Niebuhr 


121 EDUCATION AND Wor tp Poxttics, by Hans J. Morgenthau 

139 CLOSING THE GAP BETWEEN THE SCIENTISTS AND THE OTHERS, 
by Margaret Mead 

147 THE ACADEMIC CAREER: NOTES ON RECRUITMENT AND COL- 


LEAGUESHIP, by David Riesman 


OPINIONS AND ISSUES 


170 EDUCATION IN SCIENCE: PREREQUISITE FOR NATIONAL SUR- 
vivAL, by Philippe LeCorbeiller 





continued 








NOTES FROM THE ACADEMY 


175 PRESENTATION OF THE REPORT OF THE ACADEMY COMMITTEE 
ON THE ROLE OF SCIENCE IN AMERICAN EDUCATION, 
by Edwin C. Kemble 
















182 PURPOSES AND INNOVATIONS IN SCIENCE TEACHING, by War- 
ren Weaver 
186 Basic DIFFICULTIES IN PRESENT HIGH SCHOOL SCIENCE 


TEACHING, by Fletcher G. Watson 


TEXTS AND MOTIFS 


192 A. N. WHITEHEAD, “THE AIMS OF EDUCATION” 
206 NOTES ON CONTRIBUTORS 





WINTER 1959 : 


«chs ane ee 


TP te 
ed Ln Xo ee Sie 
it tees BS GAR 


IssuED AS VoL. 88, No. 1, OF THE PROCEEDINGS OF Es 
THE AMERICAN ACADEMY OF ARTS AND SCIENCES a 





“ 
% 
ry 
; 
= 
a 
4 
‘s 
3 
ay 
vel 
2 
se 
nth 
719) 
vad 
sy 
: 
¢ 
ee 
nat 
hi ee 
“9 
o. 
ae 
S 
“f 
aS 
ee, 
a 
ae 
de 
+ 
x 
' 
4 
& 
e rey 
ar 
ra 
reel % 
Ge 
Pe) 
a, 
% 
ee 
RB, 
end 
4 
aL 3 
Pooks 
bee 2, 
ea 
at we 
ei 
ed 
a 
wa 
a 3 
daa 
ee 
a 
we 
‘ 
oe 
% 
R i 








— Introduction to the Issue 
“Education in the Age of Science” 


BRAND BLANSHARD 


IN DEVOTING an issue to the current problems of education, Dedalus 
attempts to sift out the basic premises and differences that have 
been emerging in America during the present heated debate on this 
urgent topic. 

The distinguished contributors whose views are here presented 
are all individuals of marked personality that is hard to dissociate, 
once it is felt, from their ways of thinking. But despite their wide 
differences in background, orientation, field of specialty, and recom- 
mendations, the contributors in this issue have in common a deeply 
felt and serious concern with the problem of education in America 
today. I am not sure that a symposium on this topic would have 
called forth the dedicated response by so many of our best minds 
even a few years ago. If this doubt is correct, we can more readily 
understand the process by which we have reached the present state. 
But today, as the present issue shows, academics do not shirk from 
making in this field the essential contributions that they are best 
fitted to make: a vigorous presentation of every point of view, a 
re-examination of the ends and means, and a search for imaginative 
ways to attack persistent problems. 

The main articles form five pairs; each pair represents not exactly 
a debate, since neither article is written as a reply to the other, but 
rather statements from two different points of view regarding the 
same aspect of education. The problem of Sidney Hook and George 
N. Shuster is that of the general nature and ends of education. Mr. 
Hook, in an answer strikingly similar to that given later by Mr. 
Bestor, holds that the ends are threefold: to produce skills, knowl- 
edge, and loyalties. On all three aspects there is a difference of 
opinion. Of course, if “skills” means the ability to think, speak, and 
write effectively, education must clearly aim at such skills; but do 
they include skills of everyday living? Here there are rigorists and 
latitudinarians. Regarding knowledge and loyalties, the differences 
go deeper. Mr. Hook is a secularist who believes that the only know]- 
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4 
edge worthy of the name is that which is accredited by scientific 


method, and that even moral judgments are subject to empirical tests. 
Mr. Shuster holds religious commitments to the view that theology is 
the queen of the sciences, and that the most sure and important 
knowledge we possess has another kind of certification altogether. 

In the papers of the second group, Douglas Bush states the case 
for the humanities in education, and Ernest Nagel the case for the 
sciences. Of course, both advocates recognize that both disciplines 
are essential. Where then do they differ? Mainly at two points. Mr. 
Bush, concerned about the “sophisticated vulgarity” of our news- 
stands, our best sellers, our radio, advertising, and music, thinks 
that much of this is a by-product of science, partly through its tech- 
nical applications, partly through the exaltation of science in the 
popular mind. Science has made “mass civilization” possible, and 
“the religion of commonness” that has resulted has been creeping 
out from the newsstands and movies into the schools and univer- 
sities. And science provides us no weapons with which to combat 
this. It provides the means by which a commercial civilization may 
exploit our minds more expertly, but no corresponding resistances 
against the shoddiness of mass values; nor does it do anything to 
prevent “the spiritual impoverishment of the expert” himself. 

Mr. Nagel, admitting the part of science in helping to produce our 
mass culture, replies that it is unjust to make science responsible for 
men’s misuses of it, and argues that our mass culture, for all its 
defects, represents a high-water mark in democratic education. He 
then makes a claim for science that provides a second bone of con- 
tention. He holds that scientific method, taken broadly as the method 
by which propositions are validated, is the sole and sufficient means 
of establishing any kind of knowledge. The judgments of value 
passed by a humanist upon poetry or music may be merely expres- 
sions of his feeling; but if they say more than that, if they offer them- 
selves as true, there is only one way of establishing them, and that 
is the approved way of science. Mr. Bush, Mr. Shuster, and others 
do not agree. They hold that the poet, the religious man, and the 
critic have insights that such a method is inadequate to appraise. 
Here, as elsewhere, it becomes clear how difficult it is to talk about 
education without slipping over into philosophy. 

The chief issue of the third group is raised by Arthur Bestor’s 
contention that our schools are trying to do too much. If we grant 
that all three ends—skills, loyalties, and intellectual discipline—are 
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important, can a school sensibly try to achieve all of them? Perhaps 
a residential school can, since it has full control of the pupil's time. 
But a day school cannot; if, with a few hours per day at its disposal, 
it tries to take over the functions once performed by home, church, 
and job, as well as to discipline the young mind, it will do all of 
them appallingly badly. Mr. Bestor’s proposal for American schools 
is clear-cut: let them realize that they are overextending themselves, 
and close their ranks, so that they can perform their own function 
well—that function being distinctively intellectual. And by way of 
maintaining their standards in the face of local pressures, let them 
set up state-wide systems of examination, which would free the 
able students from the educational lock step and would test actual 
achievement rather than accumulations of credits and hours. 

Mr. Bestor’s views are challenged at several points by John L. 
Childs, who argues that the sensitivity of American schools to the 
social needs of their pupils is an advantage, not a weakness, and 
that the schools are not to be improved by a return to the narrow 
intellectualism of the French and some other systems. 

The issue raised by the two papers in the fourth group is: what 
can the schools do to prepare their students for the sort of citizen- 
ship demanded by America’s new place in the world? Reinhold 
Niebuhr tries to make this new place clear. It is one in which three 
new conditions prevail: our country has become the acknowledged 
leader of the free world, we are faced with a powerful and resolute 
rival, and we must apparently live with a “nuclear stalemate.” In 
this precarious position, technology is no doubt important, but Mr. 
Niebuhr thinks that an understanding of Russian imperialism and 
our own curious “anti-imperialist imperialism” is equally so. We 
need to have representatives abroad who speak the languages and 
understand the cultures of those among whom they are living; and 
though there is no study that will enable one to forecast the future, 
the study that does most to equip one for understanding the larger 
problems of the day is history. 

Hans Morgenthau puts his emphasis in a different place. Agreeing 
that history is important, he thinks it could best be taught and 
understood not as a string of events but as the exemplification of 
principle, and above all, the principle that nations seek power. A 
thorough grasp of this principle, as exemplified historically, would 
throw more light on the present scene than any study of the events 
or personalities of the day. 
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The fifth group of articles examines the social matrix within which 
education in the United States takes place. Margaret Mead looks 
into the reasons for the separation between the world of the sci- 
entist and that of his intended audience, the general population. 
Thereby she pinpoints a mechanism that may indeed be responsible 
for the widening of the gap between the intellectual and society at 
large. David Riesman turns our attention to the medium in which 
the academic himself grows and moves—lest educators seek the 
sources of their difficulties only outside the sphere of their own 
organizational setting. 

At the invitation of the Editor of the Academy, I undertook to 
edit the first eight papers, the formal part of a closed conference 
sponsored by the Tamiment Institute at which it was my pleasant 
duty to be chairman. In some cases, I have had to cut quivering 
masses of living matter out of the longer drafts to fit them to the 
available space. But the argument has not greatly suffered. And the 
availability of these points of view through Dzdalus, we trust, will 
help the academic community to draw the maps that must guide 
planning for Education in the Age of Science. 








The Ends and Content of 


Education 


SmDNEY Hook 


In THIS EssAY I shall restate and defend what I believe the ends of 
American education should be for our time and our place in history. 
By our time I do not mean today and tomorrow but the indeterminate 
historical period before us. When I speak of education for modern 
man I mean an education for man; but the test of whether it is an 
education appropriate for man will be found in the experience of 
modern man. I shall present the ends of education from the point 
of view of (1) a “philosophically neutral” reflective empiricism, 
(2) a democratic theory of education, (3) an experimental approach, 
and (4) a secular outlook. 


I 


How po wWE go about justifying the ends of education? And what 
do I mean by saying that I wish to justify them by a “philosophically 
neutral” reflective empiricism? I mean simply this: that given the 
kind of world we live in, our society and history, the powers of the 
human mind and body, certain ends of education are to be justified, 
not by deduction from metaphysics or theology, but in terms of their 
fruits in experience. These consequences may be assessed in the 
light of what we already know or have good reason to believe will 
be the case in the future, and in the light of common moral values 
that at the time of inquiry are not in dispute. 

For purposes of convenience I divide the ends of education into 
three overlapping groups: (a) powers and skills, (b) knowledge of 
subject matter or fields of study, and (c) moral habits, values, and 
loyalties. 


POWERS AND SKILLS 


EpucaTion should aim to develop students’ capacities to write and 
speak clearly and effectively, to deal competently with number and 
figure, to think critically and constructively, to judge discriminatingly 
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and observe carefully, to appreciate and respect personal and cul- 
tural differences, to enjoy with trained sensibility the worlds of art 
and music, and to enrich the imagination and deepen insight into the 
hearts of men by the study of literature, drama, and poetry. 

Why? Many reasons may be given, but three generic reasons are 
sufficient. We must all communicate with each other, no matter what 
our business and vocation, in a world of increasing specialization. 
The effective exercise of these powers reduces obstacles to com- 
munication where it does not remove them. It enables us to make 
our experiences more significant and to share them, if we so desire, 
more readily with others. Man is born to problems and troubles as 
the sparks fly upward. Whether practical or theoretical, whether 
it involves a move that may spell life or death or only a move in a 
chess game, the ability to think increases the power to solve prob- 
lems. It also increases our satisfaction in doing so. By increasing 
both power and satisfaction, it multiplies alternatives of choice and 
makes us freer men. The development of our capacities of aesthetic 
appreciation and imaginative identification multiplies the occasions 
for joy and delight in a tragic world. It refreshes the spirit without 
imposing suffering on other human beings. 

The values in the light of which these consequences are appraised 
are not themselves beyond question and dispute. We may believe we 
can ground them in ultimate intuition, as does G. E. Moore. Or we 
may agree with John Dewey that they can be sustained from case 
to case, from problem to problem, in an unending continuum of 
experience. In either case, these values recommend themselves to us 
more validly than any allegedly justifying metaphysical or theo- 
logical principle. 

More controversial is the question whether the powers and skills 
we seek to develop in education should also include those necessitated 
by the needs of most men to acquire a vocation and to earn a living. 
The question here is not whether it is desirable for them to learn 
what is necessary to follow some calling, but rather whether the 
schools should help them in their choice of and preparation for 
a calling, or whether industry should do it on the job; if the schools 
should assume this task, whether they should do it in special voca- 
tional institutions or in those of general or liberal studies; and if in 
the latter, at what point in schooling and with what relationship to 
nonvocational studies. These questions I forego for the moment 
except to point out that the answers depend not so much upon first 
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philosophical principles as upon the character of the society in which 
our students will live and upon our conception of what constitutes 
a democratic education—about which more below. 


FIELDS OF STUDY 


WirTH RESPECT to subject matters and fields of interest, all students 
should acquire an adequate knowledge, where “adequate” has to 
be defined in the context of the level of studies, of the physical and 
biological world—of the forces that play upon and govern man’s 
habitat, limit his place in nature, and determine the structure and 
behavior of his body and mind. 

Why? Again for many reasons. Such knowledge is necessary to 
make the student’s everyday experience intelligible to him. He will 
not understand much, but he will be more at home in the world. He 
will better understand scientific method in action—especially if he 
is properly taught. He will become more acutely aware of the revolu- 
tionary impact of science and technology on human culture. If he 
rises above the level of the earthworm and wonders about human 
origins and destinies, this knowledge will help him to develop a 
reflective view of the place of man in the universe, of God’s existence, 
of the meanings and evidences, if any, of immortality and human 
freedom. 

A second field of interest and subject matter is history and the 
social studies. There is a natural curiosity about one’s origins, but 
it is not universal. In some it must be stimulated. But there is a 
universal need for all individuals to understand the society in which 
they live. Every student is a future citizen who cannot make intel- 
ligent choices in political affairs, sometimes even in some of his per- 
sonal affairs, without learning something of the massive economic 
and social forces—whether it be the presence or absence of oil and 
rubber, the surge of nationalism, or the pressure of population—that 
mold contemporary civilization. Whether or not wars begin in the 
minds of men, ideological differences may well determine whether 
these differences result in conflict. Educators disagree not about 
the desirability of instruction in these subject matters but only in 
the relative emphasis to be placed on the distant past, the recent 
past, and the contemporary. It seems to me that the key to the wise 
selection out of the illimitable materials of the past is the notion of 
relevance—relevance to the great issues, problems, and challenges 
of our age that must be mastered if we are to survive as a free culture. 
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For example, it is far more important to study the nature of com- 
munism than the War of the Spanish Succession or even the history 
of Rome, although in the course of the study of communism we may 
find illuminating the study of some aspects of Roman history. 

The fact that some selection must be made indicates that here and 
elsewhere we must be guided by some notion of importance, rele- 
vance, or strategic perspective. Not everything is relevant to every- 
thing; although all subject matters and all experiences have some 
worth to someone, they do not all have the same quality or the same 
worth in the educational enterprise, which seeks to make the individ- 
ual feel at home in a world of change—mastering events by under- 
standing and action instead of being altogether mastered by events, 
growing in such a way as not to obstruct further growth in insight 
and maturity. 

What Dewey says of experience seems to me also to be true of the 
subject matters experienced—push-pin is not as good as poetry if we 
want significant experience, stamp collecting is not as good as geog- 
raphy and history if we want to understand the map of the world 
today, the study of Greek and Latin words in English use is not 
equivalent in value or utility to the study of good English usage for 
purposes of better writing and speaking. 


The belief that all genuine education comes about through experience 
does not mean that all experiences are genuinely or equally educational. 
Experience and education cannot be directly equated to each other. For 
some experiences are mis-educative. Any experience is mis-educative that 
has the effect of arresting or distorting the growth of further experience. 
An experience may be such as to engender callousness: it may produce 
lack of sensitivity and responsiveness. Then the possibilities of having 
richer experience in the future are restricted.1 


A third field of study that should be required of all students, par- 
ticularly in the colleges, is a study of the great maps of life. The value 
judgments and commitments of the major philosophies and religions 
that have swayed multitudes, as well as the visions of solitary figures 
of deeper thought but lesser influence, bear directly upon some of the 
ideological conflicts of our age. No wise policy can be formulated 
independently of the facts, but no mere recital of the facts determines 
policy. In the end, a decision with respect to conflicting social philoso- 
phies involves a choice among key moral values. Sometimes this 
is true in what appear to be merely questions of limited means. For 
example, hard decisions about nuclear defense in the grim days ahead 
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of us involve commitment to ideals on which we may literally have 
to stake our lives. Surely this is justification enough to make a critical 
and searching study of the grounds, alternatives, and consequences 
of the great ideals for which men have lived and died. It would be 
interesting to know how many of the brainwashed American prisoners 
of war in Korea, a third of the entire number, were ever excited by 
a course of study on the meaning and history of human freedom. 


VALUES AND LOYALTIES 


Tus LasT reference is a proper transition point to the aims of edu- 
cation that bear upon moral habits, fundamental loyalties, and some- 
times what is called character education. Here, too, the problem is 
not one of justification but of realization. I do not believe that the 
intellectual and moral virtues, whether a love of the truth, a sense 
of chivalry and fair play, a feeling of outrage before cruelty, sympathy 
for the underdog, or a passion for freedom, can be instilled by 
didactic instruction. They can be imparted, if at all, only by indirec- 
tion, by skillful teaching on the part of teachers who care, and by 
learning well on the part of students the other things encompassed 
by our ends. How, for example, do we go about developing intel- 
lectual and emotional maturity in students? Not by preaching but 
by setting them tasks of progressive complexity. If, as I have argued 
elsewhere, the sign of maturity is the possession of habits of reason- 
able expectation, I do not know how this can be built up except by 
getting students to learn from lesson to lesson what the world is 
and what it might be, and relating the possible ideal fulfillments to 
the limiting conditions that govern men and things. Immaturity may 
be as much present when we settle for too little, blind to what may 
be, as when we demand too much, blind to what cannot be. 

It is our faith in the educational process as a whole that sustains 
us in our belief that those who complete their schooling will have 
acquired loyalties to the enduring values of the human community. 
Despite those who misunderstand him—and they are found equally 
among those who believe themselves to be followers as well as among 
his critics—John Dewey has placed great emphasis upon this aspect 
of the continuity between past and present: 

The ~~ in civilization we most prize are not of ourselves. They exist 


by grace of the doings and sufferings of the continuous human commu- 
nity in which we are a link. Ours is the responsibility of conserving, trans- 
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mitting, rectifying and expanding the heritage of values we have received 
that those who come after us may receive it more solid and secure, more 
widely accessible, and more generously shared than we have received it.? 


The nature of education is such that even when learning is a 
process of discovery the greatest weight must fall upon the knowl- 
edge and wisdom of the past. It could not be otherwise. It takes time 
for the individual to discover that there are many pasts or many inter- 
pretations of the past, and that anything that is genuine knowledge 
must prove itself in the present, and therefore need not fear challenge. 
It takes more than time. It takes intellectual courage, the rarest of 
all intellectual virtues. Those who make a fetish of the past, of his- 
torical continuity, of piety before the traditional, live off the intel- 
lectual capital of their ancestors’ courage. The gabble in the acad- 
emies about the vice of conformism and the virtue of nonconformism 
is empty and meaningless. Hitler was the greatest nonconformist of 
the twentieth century. What we must cherish is not agreement or 
disagreement but intellectual independence, the courage to hold a 
position on the strength of evidence no matter what the baying of 
the crowd. 


II 


ONCE WE accept these objectives as the ends of education, or any 
equivalent set, I believe we can easily show that many of the 
antitheses that plague current discussions of the subject may be 
resolved. I wish to consider briefly two of them. 


THE INTELLECT VERSUS THE WHOLE MAN 


THE FirsT is the view that the end of education should be the educa- 
tion of the intellect or mind, which brings the retort that it should 
be the education of the whole person. Both positions seem to me 
to be untenable. The intellect or mind is not an abstract, dis- 
embodied power. It influences and is influenced by our emotions. 
It guides perception and is checked by perception. On the other hand, 
although all aspects of body and mind in a person are somehow re- 
lated in a pattern of personality behavior, they do not all seem equally 
important in determining the characteristic Gestalt. They cannot all 
be developed and certainly not at the same time. Except when we 
encounter a Leonardo, we cannot avoid selecting and developing 
some powers at the cost of inhibiting the development of others. The 
concert pianist is not likely to be in a position to cultivate his skill 
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as a pugilist for other reasons than his fear about the use of his hands. 
There simply is not enough time to develop all of our intellectual 
interests, not to speak of all our practical aptitudes. Development 
opens up new possibilities, but it is also true that it takes place through 
successive limitations of possibilities. If the development of the 
powers of cooking, fishing, and roller skating get in the way of the 
development of the powers of reading, writing, and problem-solving, 
then the first must yield. So much for the development of the whole 
man. 

Let us look at the mind in action. It is never found disembodied, 
but immersed in concrete problems of finding out and exploring 
meanings. What does it mean, educationally speaking, to develop 
the student’s powers of thinking in the biological sciences? Anyone 
who sets out to teach his students to think in these fields is teaching 
them at the same time how to see, how to observe, how to use instru- 
ments, how to discipline his impatience, how to curb the impulse to 
take short cuts. Is all this part of the mind? Trained observation 
in every field is an art. It is not merely looking because it is guided 
by general ideas that structure the field of perception differently from 
what it appears to the open and innocent mind. Thinking about 
machines involves knowing how to make things. Thinking is not 
merely reasoning. Otherwise we would have to regard every para- 
noiac as a thoughtful man. It is not accidental that thoughtful and 
sensible are closely related. Chesterton once remarked that pure 
logic was the only thing an insane man had left. 

What does it mean to think about a play, or about a poem, or about 
people? It means also to feel, to imagine, to conjure up a vision. Not 
only that but also that. Why is it that we often say to some thoughtless 
person, “Put yourself in his place’? To another, “You haven't got 
the feel or the hang of it”? To a third, “You understand everything 
about the situation except what really matters”? We do not convey 
truths by this way of speaking, but we help others to find the truth. 
If artists and musicians think, as well as music and art critics, their 
sensory discriminations must be relevant to the thinking they do. 
After all, we do speak of educated tastes. It is absurd, therefore, to 
say that the exclusive preoccupation of education should be the 
development or training of the mind. 

Nonetheless, although the antithesis between these two points of 
view must be rejected, the accent has to fall on one rather than the 
other. To avoid the implicit faculty psychology associated with the 
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use of the term “mind,” I prefer the term “intelligence.” Intelligence: 
suggests more than mere ratiocination. It suggests the ability to look 
for evidence and to discern the likely places where it can be found, 
and the capacity to weigh it judiciously. The intelligent man knows 


sehen. it is time to stop poe S and to act, when it is time to ) stop 
l f him one never says that 
Sl oeieeetahiemeaiihinamenttion Matuate e rather than learned 


because he knows the uses and limits of learning. 














CONTENT VERSUS METHOD 


THE SECOND antithesis I wish to challenge is the one usually drawn 
between content and method in education. Shall one cover a great 
deal of ground or study in depth, stock the mind with useful informa- 
tion or enable it to find the facts quickly on occasion? The danger of 
emphasizing content rather than method in education is that unless 
content appears live and meaningful to students, it is transformed into 
a dull catalogue or inventory of facts. To be live and meaningful, 
content must be related and connected to other content, to problems 
and issues, and wherever possible to live options. What better way 
is there of establishing these connections and relations than to show 
the methods by which conclusions are reached? Where content is 
stressed at the cost of method, memory rather than understanding 
becomes the chief aid to educational progress. A good memory is 
a blessing. But even if it does not become atrophied in the world 
of automation, it seems as if anything a human being can remember 
a machine can remember better; but—the power of memory cannot 
put two memories together to discover something new. 

The danger of stressing method over content is said to be equally 
great. It sacrifices content: the student is not required to know any- 
thing so long as he can talk suggestively about it or around it. This 
emphasis tends to regard any subject matter as the equal of any other 
for purposes of developing proper habits of thinking. In some institu- 
tions stress on method has often led only to talk about how to talk, 
to the use of a sophistic dialectic, at which Plato poked fun in the 
Cratylus and Euthydemus as the infantile sickness of adolescent 
philosophers. 

I confess that I do not see in these objections much warrant or 
any danger to learning. By emphasis upon method, I mean upon 
critical method—upon criteria of evidence, norms of validity, rules 
of consistency, on “how we actually think” and “how we ought to. 
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think” in whatever field of study we want students to be informed 
about. This seems to me more important than stressing what we think, 
because the how and the what, although distinguishable, are actually 
inseparable when we think soundly. When facts come into dispute 
or inferences are questioned, we find ourselves relying on rules or 
habits that control observation and the movements from statement 
to statement. In my experience, the most critical thinkers I have 
known, like my first teacher in philosophy, Morris R. Cohen, have 
been the best informed. The citing of counterinstances is a phase 
of critical thinking. Nor does it follow that, because critical thinking 
should receive the greatest emphasis, any subject is as good educa- 
tionally as any other for that purpose. To be sure, we can think 
critically about horse racing and show when it is wise to suspend 
judgment or hedge a bit or distrust a bookie. But it is possible to 
learn the same critical lessons by studying subject matter that has 
a wider range of generality. In some fields—for example, learning 
languages—I grant that memory is more helpful than critical thought. 
Finally, those for whom critical method is a kind of verbal sport, 
a dialectic by which fact is dissolved or the worse made to appear 
the better cause, have not learned to think critically about language 
or honestly about purposes. There are stubborn cases in which 
adolescents are more in need of psychiatry than of philosophy. 

The reader will probably disagree with some of the ends of edu- 
cation I have here enumerated or with my relative emphasis. If he 
does, it will be because of some feature of human experience he be- 
lieves I have overlooked. He may find some personal or social needs 
less pressing than I do. He may believe that others are neglected. 
My contention is that none of his reasonable criticisms will follow 
uniquely from any theory of ultimate reality. That is what I mean 
by a philosophically neutral, reflective empiricism in education, and 
why I propose it as a basis for fruitful cooperation. 


Ill 


I Now present certain considerations that follow from a democratic 
standpoint in education. The phrase “democracy in education” has 
meant all sorts of bizarre things. To some people it apparently means 
that everything is settled by a majority vote by children in the class- 
room, not only what to study but what to believe about what is 
studied. I mean by the phrase simply this: the right of every child 
to equality of educational opportunity. But this is not so simple. 
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Literally construed, it would mean that we would have to revolu- 
tionize our society to establish greater economic equality, for in the 
homes of the poor and the rich equal educational and cultural op- 
portunities cannot be found. It would mean, as only Plato had the 
courage to see, the abolition of the family so that all children could 
be brought up by the best possible educational foster parents. 
Soberly interpreted, democracy in education is equality of opportu- 
nity to achieve through schooling an education commensurate with 
one’s capacities. This is America’s contribution to the history of 
education. It requires that we grant to our neighbor's children, no 
matter what their social status, the same rights and opportunities 
to an education that we demand as parents for our own children. 
Anyone who accepts this principle seriously must acknowledge the 
great responsibility of the state, as the public agency, to equalize 
opportunities. 


THE MEANING OF EQUALITY IN EDUCATION 


To say that all children have the same right to an education that 
will enable them to achieve their growth as human beings is not 
to say that all children have the same right to the same education 
independently of their capacities. It does not mean‘that they have 
the same right to attend the same schools. It does mean, assuming 
they are not subnormal, some education for all. It leaves open how 
much and how long. It is as absurd to say that some education for 
all means education for none as to say that nourishment or health 
for all means nourishment and health for none. It would be absurd 
even if we confused “some education for all” with “the same educa- 
tion for all.” 

No matter how generous our hopes for mankind, to be reasonable 
they must be compatible with the facts of biological variation. Do 
the facts of biological variation defeat our ideal of democratic edu- 
cation in the sense that it is futile to expect most students to profit 
by an education defined by the ends we have previously derived? If 
they do, then, as Jefferson foresaw, the prospects of our survival as a 
political democracy are extremely dubious. It seems to me, however, 
that it is quite reasonable to recognize the facts of biological varia- 
tion in human capacities and still defend democracy in education. 
It requires that we distinguish between the function of schooling and 
the content of schooling, and strive to achieve the same function with 
different content, where content refers not to ends but to courses and 
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methods and materials of study. These may be the same; they do 
not have to be. 

It is not necessary to choose between the view that everyone 
should be educated in the same way and the view that liberal edu- 
cation is for a small elite while the rest of mankind are to be trained 
as hewers of wood and drawers of water for their intellectual betters. 
Those who are tempted by this elite conception always assume that 
they and their children will be among the elite. When this turns out 
not to be the case, they usually see things in a different perspective. 
We can put this to a test by describing a hypothetical situation. Two 
highly gifted parents, who have achieved academic distinction 
although they were brought up in underprivileged homes, confirm 
the Mendelian laws of heredity and rear a family of children whose 
native intelligence ranges from very dull to very bright. Let us assume 
that the parents themselves undertake to teach their children, all of 
whom are equally dear to them. Would they not try to realize the 
same educational ends for all of them? Would they not want all their 
children to learn to the best of their ability, and therefore in different 
measure, to speak and write clearly, to read and think effectively, to 
enjoy music and painting and the other arts of civilization? Where 
children’s health is concerned, parents naturally provide special 
medical treatment for the weakest. Where intelligence is concerned, 
they naturally provide special educational opportunities for the 
brightest. But they are equally concerned for the health and edu- 
cation of all of them. If they were not, they would be bad parents. 
A democratic society stands in the same relation to all the children 
of the community as good parents stand to their own children. 

Nonetheless, equality of educational concern on the part of our 
hypothetical parents would not necessarily lead them to give the same 
instruction in all subjects to all their children even if in varying 
amounts. What a child cannot grasp about a foreign culture by 
mastery of its language he may learn by reading books on travel or 
anthropology. There is nothing undemocratic in diversifying the 
courses of instruction, the rate of instruction, and the methods of 
instruction. 


IV 


THIS BRINGS me to the necessity of an experimental approach. In 
one sense, an appraisal of any proposed educational end in terms of 
the consequences of pursuing it is experimental. Such an approach 
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should not be regarded with hostility by those who stress “eternal and 
perennial values,” because if the latter are not grandiose terms, con- 
cealing some parochial or partial interest, their validity will be 
established in the here and now of experience. 


THE APPEAL TO EXPERIENCE 


EvEN iF an educator claimed that his educational aims were authen- 
ticated by an infallible insight, surely he could not reasonably claim 
to know the methods and means by which they could best be 
realized. The intellectual scandal of much recent discussion between 
traditionalists and some progressive educators is the attempt to settle 
questions in this area not by inquiry or experiment but by dogma. 

The phrase “progressive education” is today very much at a dis- 
count—and deservedly so—because of the number of educators who 
thought they could remain progressive while ceasing to be liberal. 
Originally, however, all it meant was an acceptance of the principle 
of democratic education, which is an ethical principle, and a reliance 
upon the findings of scientific psychology about the learning process. 
These two positions were revolutionary at the time they were formu- 
lated, and they still constitute the law and the prophets for modern 
educators, everything else being commentary. Some progressive 
educators have deduced what procedure should be followed in edu- 
cating the young rather than following the lead of experimental 
evidence. But some of their critics, who have counted only the 
failures of progressive methods and not their successes, have been 
even more dogmatic and undiscriminating in their claims, holding 
them responsible for educational phenomena and conditions that 
must be laid at the door of society. There are critics who tell us that | 
the schools have failed to teach their charges, and failed most miser- 
ably with the gifted, and in the same breath concede that their college 
students as a whole are more serious, abler, more excited by ideas 
than their precursors in the golden age that existed before the days 
of progressive education. 

There is a great deal of what is called “experimentation” always 
going on in American education, but most of it is not experimental 
since it is conducted without proper controls. The result is that we 
think we know more than we actually do about the best courses to 
teach and the best ways of teaching them. The fact that something 
is new does not make it experimental. Nor does the desirability of 
experimentation mean that we must keep on experimenting about 
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the same things. By this time we already should know what are the 
best methods of teaching children to read, of teaching chemistry in 
high schools, of teaching economics in colleges. 

Our very metaphors sometimes betray that we are taking for 
granted what might very well be in dispute. One of our leading 
traditionalists, Mortimer Adler, writes: 


Human differences in capacity for education can be thought of in 
terms of containers of different sizes. Obviously a half-pint jar cannot 
hold as much liquid as a quart or gallon jar. Now the poorly endowed 
child is like the half-pint jar, and the gifted child like the quart or gallon 
container.’ 


He concludes not only that each container must be filled up to the 
brim but that each must be filled with the same rich, thick “cream 
of liberal education.” 

The comparing of children to different measures, coupled with 
the conception of teaching as the pouring of the same stuff into 
passive containers, expresses a point of view that is hard to reconcile 
with what we know about children as organic creatures and learners 
whose differential responses determine how much they can assimilate. 
Even cream cannot be poured into all children with safety, no matter 
how ingenious our funnels. It would help to change our metaphors. 
Our experimental task is to find and offer the appropriate curricular 
nourishment for different types of organisms that will enable them 
to achieve the full measure of their growth and health. That cur- 
ricular nourishment may be the same or different. The test is the 
function it performs in the life of the child. The same function will 
not give us the same result. A dull child will never be able to read 
as well or as intelligently as a bright child, and an ordinary child will 
never be able to play as well as a musically gifted child. But both 
children can be so educated that each enjoys reading and music. 
Both can acquire something of the grace and taste associated with 
the liberal arts. They may not both be able to do so by studying the 
same subjects, even though the study of some subjects will be 
common to them.* 


“ONE-FOURTH OF A NATION” 


How creat is the range of student capacities? The New York Times 
(4 May 1958) summarized a report issued by the United States 
Army, which recruits from all classes of the population. It stated that 

















20 SIDNEY Hook 


25 per cent of the inductees who have passed their physical tests of 
fitness lack the capacities to be trained for anything except simple 
manual tasks like cleaning, polishing, digging, and driving. A modern 
army requires many technical skills. It has a use for individuals with 
a flair for mathematics, or a knack for building machines, or a feeling 
for foreign languages. There is no reason to doubt the willingness 
of the military authorities to recognize the presence of superior and 
average intelligence and/or aptitudes in the ranks, and the substantial 
accuracy of the reports of their distribution. It is fairly safe to 
extrapolate the ratios to the rest of the population. 

This means that approximately one-quarter of all our students— 
One-Fourth of a Nation, to use the title of Paul Woodring’s book—are 
incapable of completing the requirements of a good academic high 
school and going on to a liberal arts college. By increasing the 
number of schools and teachers, decreasing the size of classes, and 
improving skills of instruction, we can do something to bring down 
this number. Even so, the evidence shows that there will always be a 
large group unable to profit by the traditional and conventional 
courses of study. What shall we do with them? Unless they have 
private tutors it is they who during the period of adolescence obstruct 
the learning of the more gifted students. Before we answer this 
question, let us imagine once more, as difficult as it may be, that a | 
child of ours is among them. 

It seems only common sense to say that the education of this fourth 
of the nation should not be so organized as to interfere with or dilute 
the education of the other three-quarters. Conversely, the education 


of the latter should not be a ground to deprive the former of their 


educational rights. The problems here are admittedly difficult. They 
have not been solved. But they are not insuperable. We should keep 
these students in school so long as they can profit significantly by 
instruction. We should put them in special classes if they can learn 
better this way. We should instruct them in the skills and subjects — 
that will enable them to begin their vocational experience at an earlier 
age than their more gifted brothers and sisters—who, sooner or later, | 
must prepare themselves to earn a living, too. 


SOME PRINCIPLES OF VOCATIONAL EDUCATION 


THis InTRODUCEs the complex problem of vocational education, which 
is often bedeviled by the assumption that where it begins, liberal 
education must end. Yet we do not make the same assumption about 
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professional education, which is distinguished from vocational 
education not only because it requires better brains but because it 
enjoys a higher social status and more money. Until the necessity for 
earning a living disappears, there can be no reasonable objection to 
using the schools to prepare oneself for a good living as well as for 
a good life. The pity of it is that the vocational schools are so bad, 
worse from the point of view of their own purposes than the academic 
and general high schools. The reason is partly the confusion between 
job training and vocational education, and partly the use of vocational 
schools to provide occupational therapy or temporary shelter to 
juvenile delinquents who do not belong in schools but in corrective 
institutions. (These delinquents may be victims of society, but what 
is educationally relevant is that at the moment they are agents of 
educational chaos. ) 

The important points about vocational education seem to me to be 
these: first, certain fields of study are so general or liberal in 
character that they must pervade all kinds of education. They bear 
directly on every student's social and political responsibilities, no 
matter what his vocation, especially in a community where each 
man’s vote counts for one and no more than one. Instruction in these 
areas must be given at every level. The student should be made 
constantly aware that his vocational studies may become a means of 
dehumanization if no thought is taken of the social contexts and 
moral implications in which vocational choices are often made. 
Second, instruction in vocational subjects should cover the basic 
principles that govern a whole class of practical skills for which the 
individual displays a bent or interest. Third, we must avoid the 
invidious social distinctions that accompany educational differen- 
tiation; we must recapture the sense, rapidly being lost, of the dignity 
of useful work. Wherever there is a stigma attached to vocations, it 
will be attached to education for those vocations. It will be difficult 
for students themselves to believe that educational segregation for 
certain vocational purposes, whether in the same or in different 
schools, is compatible with educational democracy. The doctrine of 
separate and equal facilities has no justification whatsoever where 
race is concerned, because of the arbitrary and unjust nature of the 
criterion. But where we segregate on the basis of intellectual capacity 
or interest, independently of race, religion, or sex, there is no reason 
to cry “Havoc!” We must forbear, however, from exacerbating the 
sting of natural resentment at being intellectually underendowed in 

















22. SMNEY Hook 


a world where survival and power depend more and more upon 
brains. 


V 


Wuat ake the ends of education from a secular point of view? The 
simplest but not the clearest answer is to keep private altars out of 
public schools. As I understand secularism, its opposite is not religion, 
because sometimes secularism itself is characterized as a religion. 
The term “religious” has become so multiply ambiguous that one no 
longer knows where to look for the irreligious. In addition, there are 
conventionally religious individuals who are firmly convinced that 
religion is a private matter and therefore does not belong in the 
schools. What secularism is really opposed to is clericalism. I shall 
define clericalism as the belief that the acceptance of certain doctrines 
about the supernatural is required in order to reach truths about man, 
nature, and society, in order to discover morally valid ideals, and in 
order to acquire certain intellectual skills. The ends of education I 
have previously enumerated roughly fall within this threefold classi- 
fication of truths, values, and skills. 


SECULARISM AND CLERICALISM IN EDUCATION 


Wuar nave beliefs in the supernatural got to do with the acquisition 
of skills? No plausible connection has been established between 
them. 

What truths about the world, society, and man depend upon the 
prior acceptance of religious truth? It may be argued that there is a 
Christian metaphysics, but who in this age of modern science can 
show that its acceptance is a necessary condition of belief in a 
Christian physics or just a physics? Religion has withdrawn from 
conflict with science by renouncing any pretensions to speak about 
matters of fact in the dimension of nature. If it resumes the conflict, 
it must submit its claims to truth to the same arbitrament of method 
as all other scientific hypotheses. There remains, then, the claim that 
without some transcendental belief as a supporting or justifying 
ground, moral values cannot be sustained. Karl Heim, the Tiibingen 
theologian, goes so far as to assert that the root choice of man is 
between secularism and theism, and that “secularism, to be 
consistent, must entirely reject all such words as God, eternity, 
conscience, ethics, moral rearmament, guilt, responsibility . . . as 
inadmissible borrowings from a view of the world opposed to its 
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own.”> However, no proof is given that moral judgment rests upon 
any theological belief. On the contrary, it is demonstrable that if 
any moral attributes are predicated in supernatural powers or 
entities, they are derived from the autonomous judgments of men. 
Men always have built and always will build gods in their own moral 
image. 

This fact in no way precludes the intensive examination of religion 
in the course of study. On the contrary, neither past history nor 
present society can be understood without an intensive analysis of the 
role of religious movements, traditions, doctrines, wars, and conflicts. 
To the extent that religion in Santayana’s phrase “is an imaginative 
echo of things natural and moral in human experience,” we can 
appreciate it as poetry. To the extent that religion makes claim to a 
distinctive knowledge, we can consider it in our study of philosophy. 
For educational purposes, is it not sufficient to approach religion as 
a creation of the human spirit without assuming that it is a revelation 
of the Divine Spirit? What more can reasonably be required without 
introducing into the schools of the nation the strife of private faiths? 
And this at a time when our more intimate contact with other cultures 
reinforces the wisdom of a more catholic approach to the religions 
of the world.‘ . 

Those who believe that religion can serve as a unifying principle 
around which to synthesize the subject matter of education seem to 
me to ignore both the nature of religion and the pluralistic commit- 
ments of the American tradition. I have more sympathy with those 
who see in religion an avenue to an experience that sustains human 
allegiance to ideal ends, especially when these are threatened with 
defeat. Religious experience may offer support to human ideals, but 
it is not the sole source of such ideals nor can it ever be the guarantee 
of their validity. The educational experience itself, when teachers 
have both skill and vision, may become both source and support of 
the love of truth, the love of justice, the love of beauty, and the love 
of human freedom. This is all the public religion we need, in both 
peace and war. For it enables us to hope without illusion, to fight 
without despair, and to stake our life in defense of the things that 
make life worth living. 


| 
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the best becomes the best education for all, not by means of the same 
materials and methods but rather by achieving the same effect with all chil- 
dren through using whatever materials and methods produce the same results 
at different levels of capacity.” (Op. cit., p. 38.) 

How John Dewey would have chuckled! Dr. Adler is still adamant in his 
opposition to vocational education. 


. Karl Heim, Christian Faith and Natural Science, translated by Neville Horton 
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What Is Education? 


GEORGE N. SHUSTER 


“TruTH, said Pestalozzi the optimist, indicating therewith his 
approach to education, “is a medicine which takes hold.” This meta- 
phor appears to find wide endorsement. The Pragmatist may have 
his version of “truth,” and the Thomist another, but they seem to 
agree here, even if (to venture a debatable generalization) the first 
judges by the value of the medicine and the second by the value of 
the truth. Pessimists also appear not to dissent, save when they are 
devotees of total negation; and it is to them one naturally turns for 
comment on the ills of our time. “There is in man,” Georges Bernanos 
wrote, “a secret and incomprehensible hatred, not only of his fellow- 
man but of himself.” This hatred, thought to be more than a mere 
absence of love, is thus viewed as the hidden malignant malady of 
the human will, and truth flowering in affection alone can cure it. 
For H. G. Wells, on the other hand, as his final treatise reveals, man’s 
tragic difficulty lies in his mind’s inability to adapt itself to the con- 
stantly changing conditions that result from its own inventiveness. 
He has gone into the cellars of nature and come up with its headiest 
wine. But he cannot cope with the power intoxication that this 
induces. This view, if correct, would seem to suggest that one kind 
of truth at least is a fateful poison. The medicine has taken hold, 
but it is evil. Therefore, unless there be another kind of truth no 
antidote can be found. 


FROM KNOWLEDGE IMPARTED TO EXPLORATION SHARED 


SHOULD WE not then say, somewhat tritely, that the schools must seek 
what man tries to find? And if we discuss education in such a context, 
should we not consider what it is as a process before we attempt to 
define its concern with truth? At any rate, this is what we shall 
proceed to do. The schools constitute a kind of arc, the extremities 
of which are rooted in wholly disparate functions. At the outset, the 
teacher is a person who tells children what it is considered desirable 
they should know—verbal symbols, the multiplication table, the names 


of rivers and seas, and phrases expressing civic, ethical, and religious 
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beliefs. A little later there will be consideration of what Paul Weiss 
calls “the mastery of techniques”—of diction and reckoning, of 
accuracy, of the progression of thought from data to conclusions. At 
the other end of the academic span there is, however, in principle _ 
no concern with the imparting of knowledge. The scholar in his study, 
the monk in his cell, the scientist in his laboratory—if you will, the 
poet under his tree—for all of these the dialogue is starkly between 
the self and Reality. Moses is on his mountain, Pascal in his room. 
To make such conversation possible in terms of scholarship may well 
be the central assignment of the university. And if one would see 
what the cost is, inside or outside of academic walls, one has only to 
study the lives of four men who perhaps best represent the aspirations 
of modernity—Van Gogh, Kierkegaard, Einstein, and Planck. Only 
gradually, sometimes with agonizing slowness, will the thrill and 
the terror of discovery, or pseudo discovery, be communicated and 
begin to travel back over the line of the arc. Some discovered values 
never disappear from education, and others do not enter into its 
purview at all. 

Between the grade school and the research institute lie the reaches 
of education in which there takes place a sort of fusion between 
exploration shared and knowledge imparted. The reputable college, 
for example, must at least upon occasion be akin to Augustine's 
Cassiciacum, where in goodly fellowship problems like that of “the 
happy life” were discussed in the give and take of dialogue. Yet even 
the best of such institutions will normally be busy with things thought 
rather than with man thinking. Carlyle held that one must be content 
with enough happiness to get one’s work done. Manifestly, education 
in its intermediate stages keeps busy giving young people sufficient 
knowledge (and it may be insufficient wisdom) to perform useful 
service in the world. Catering to utility, as a matter of fact, may 
tempt the fully academic mind to derisory or even ribald comment. 
But if all of us on campuses are quite honest, will we not admit that 
a great deal of what we do is cognate in character and purpose? 

At any rate, scrutiny will reveal how closely the three concerns— 
knowledge, inquiry, and usefulness—are intertwined. A great many 
young women, for instance, are trained to teach in nursery and grade 
schools. I think it quite probable that my own college, while little 
more than a secondary school, was graduating teachers fully as able 
to impart the kind of instruction needed as it is now doing when it 
has become a sedate and rather exacting college of liberal arts. Why 
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not? If your task is to teach addition and subtraction, you need to 
know about these and not about the calculus, which is in the course 
of study only because it is believed to give the student as a person 
insight into an aspect of reality that she will then know about but 
not use. Even more notable is the fact that we have added to the 
training program a great deal of information about theoretical and 
applied psychology. Obviously this, whatever its value, is not sup- 
posed to be taught in turn. It is part of the course of study because 
of our hope that when the teacher has learned something of what 
research workers have found out about children, she will see these 
in a broader and clearer perspective than would otherwise be the 
case. 

Nor is the situation fundamentally very different with college 
teaching, though at first sight it may seem otherwise. No one has as 
yet proved, or is likely to do so, that there is any genuine relationship 
between earning a doctorate by writing a treatise on the sources of 
Samson Agonistes and teaching a course in Milton to juniors. Granted 
a reasonable amount of aesthetic intelligence, one no doubt could 
manage a wholly satisfactory semester with only the text and a con- 
venient manual. The academic accessories probably do little more 
than befog the student’s mind. But the fact that the instructor has 
the long trek to the doctorate behind him does, unless he be a dolt, 
enable him and his students to see each other in a wholly different 
and more invigorating light than either would otherwise manage, 
for through this companionship a young man at a desk will gain 
some insight into the processes of the exploration of the knowable. 
Fichte thus instructed the scholar: he “is to forget what he has accom- 
plished as soon as it is accomplished, and is to think constantly of 
what he must still do.” To have lived for some time in communion 
with such a scholar will be for many a young person as exhilarating, 
and one must immediately add as humbling, as standing on a Darien 
peak. 

It appears unlikely that the situation is wholly different insofar 
as other callings are concerned. A candidate for appointment to the 
foreign service will have to know whatever that service at the time 
deems important, including how to write and speak a foreign lan- 
guage. But having painfully mastered Spanish, he will normally find 
himself in Timbuctoo or Saigon as a vice-consul, dutifully writing 
out visa prescriptions or practicing minor roles in the eternal drama 
of commerce. The average chemist will become a member of some 
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chain gang of scientists marshaled like a posse for ferreting out a 
new explosive or antibiotic. And the political scientist, fresh from 
the study of the arcana of government, will be fortunate if he can 
pass a civil service examination and proceed daily to chores with the 
Housing Authority or the Bureau of the Budget. But if somewhere 
along the road such a student has caught a glimpse of the “city” as 
seen by a man for whom the span between Plato and Quincy Wright 
does not exhaust the vision of that “city” as it has been or may be, 
he will not sleep without dreams. 


“CLOSETED WITH THE UNKNOWN” 


I BELIEVE we may therefore conclude that as education proceeds it 
does not lose sight of the purposiveness implicit in its beginnings— 
namely the imparting of knowledge—but will, when it is wisely con- 
ceived, also reckon constantly with the ultimate objective, which is. 
sharing the life of the scholar, poet, and saint. As a matter of fact, 
it will be driven to do so by the passion of the best students it serves. 
These will question the knowledge of their teachers but never the 
awe of them as they stand on the brink of discovery. Thoreau in his 
time asked whether Concord could not “hire some Abelard to lecture 
us.” The query seems to be universal, save possibly when men have 
become uninhibitedly utilitarian. It seeks wisdom for the many 
through the contemplation of the one. And whether the answer be 
given in terms of experimental science, or in those of the speculative 
intellect as with the Greeks, or in those of the prophecy embedded 
in the Hebraic tradition, or in those of mysticism either Christian or 
Oriental, it will be in the final analysis the celestial fruit of a wedding 
between the “I” and the “Thou,” to use Martin Buber’s pertinent 
phrasing. We begin with the communication to others of the easily 
known in order that at long last we may find ourselves closeted with 
the unknown. Only if we are so placed, at least waveringly, hesi- 
tatingly, fleetingly, can we mortal beings acquire the sense of comedy 
and tragedy, of the holy and the profane, that give us the stature to 
which it is our destiny to aspire. 

Perhaps we may now venture to define the liberal arts as follows: 
a course of study designed to encourage tentatively integrated learn- 
ing about man’s most fruitful insights into himself and the reality 
about him, so that a student may feel the texture of the known in 
order to be able to realize, sooner or later, that this is only the garment 
of the unknown. If the known were the whole of being, we should 





What Is Education? 29 


have no answer to Newman’s question about Scaliger: how could 
so much learning have passed through the mind of one man—and 
why did it pass? Aquinas in his day held that the ultimate properties 
of being must remain unknown, just as the potential existence of a 
human creature cannot cease to be enigmatical. To think of molecular 
movement going on constantly inside a baseball thrown to a hitter 
is merely to tease oneself out of thought. If the psychiatrist could 
map out his patient’s psyche, the therapeutic task would be less 
impossible. He cannot do so. In the final analysis there is relatively 
little we can really know of other men, save that we aspire to the 
truth about them. 

Let me add a few comments that regrettably are more addicted 
to the vice of generalization than could be wished. First, the educator 
must realize that what the storerooms of the past contain is 
indispensable treasure. Of necessity he will challenge the accusation 
of pedantry constantly leveled against him, but he cannot function 
unless this charge is in some measure justified. He must have books 
about him that few other men read. The genesis and progression of 
ideas he will observe with a reverence other men do not feel. Indeed, 
one may go so far as to say that the great teacher has a genuine affec- 
tion for the past, which makes the sharp lighting up of any of its 
moods or features a memorable experience. But he must avoid like 
the plague every form of dotage leading to the assumption that he 
or any other human being exists for the sake of knowing what is 
already known. How often, indeed, does research undertaken by 
the fraternity of educators seem a tedious adding up of figures in old 
ledgers! 

One need not assert that it is valueless even so, but the teaching 
scholar will not live for his students if he be merely afraid of becoming 
an unwise virgin with no oil in the lamp. Yesterday must be for him 
the coast line on which he can stand before plunging into the 
unplummeted and perilous sea of tomorrow. Therefore, secondly, 
education must accept as a kind of law that even the rediscovery of 
the past must have relevance for the present. A man will be worth 
his salt if he sees quite clearly that his life will be worth while only 
if at some moment at least he is visited by a creative and illuminating 
intuition of reality, personal and not mimicked. This, I think, can be 
seen occurring again and again in the experience of Whitehead or 
Hocking, but it is no doubt the fire that brings wisdom into being 
wherever it is enkindled. At any rate, age is meaningless if this 
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virility be present in the teacher, and that youth knows instinctively. 
Thus gifted, the scholar will realize that Kierkegaard’s grasp of the 
meaning of Hegel, or Einstein’s insight into the principles of rela- 
tivity, came to them as young men. He will not disparage what is 
called the “creative,” though he will cling to his role of critic. Because 
he himself has passed through the open door of the mind, he will 
respect pioneer intellectual effort, no matter how seemingly revolu- 
tionary or unexpected the forward thrust may be. 

It follows that education is in part the preservation not merely of 
what has been learned but also of the traditions, the methods, of 
learning. These are several, not singular. No doubt a major edu- 
cational mishap has been the assumption that the always salutary 
debate about what should be selected for the classroom from the 
vast accumulation of the known involves agreement as to a certain 
formula for learning to know it. There are educators whose 
pedagogical dogmas brook no criticism. But as a matter of fact one 
individual’s best way of learning may be quite different from 
another’s. One nation, to some extent conditioned by historical 
environment, will not learn most adequately in the same way another 
nation does. We may note in passing that this is probably the 
principal discuvery made by the Soviets in their satellite areas. Why 
should anybody take it for granted that all teachers must subscribe, 
for their souls’ salvation, to a single formula? But if any teacher be 
a canny person, he will certainly weigh methods that have proved 
useful for other teachers, and he will be as objective in evaluating 
them as a purchasing agent is when examining samples of leather. 
He will consider the advice of Comenius and Kirchensteiner, Loyola 
and Dewey, Ulich and Livingstone. It will not occur to him that 
all sound educating is contained in an approximation to a full 
comprehension of one aspect of education. 


“WHAT IS TRUTH?” 


THEREWITH we come to the meaning of the terms in Pestalozzi’s 
maxim. What shall we say about truthP And what about the 
medicine that takes hold? In other words, how shall education 
conceive of the real and the good? What then is truth? You will not 
expect me to put the questions in terms of philosophical inquiry, as 
if perchance I felt able to improve upon Spinoza. What will be under 
discussion here is this: when education declares that its function is 
to find and to teach truth, to what is it committing itself? The com- 
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pletely frank answer in terms of the actual existing situation is: to 
not very much. There are vast numbers of students and teachers, at 
all academic levels, for whom the task assigned is merely to absorb 
and emit a specified quantity of information, in the hope that a 
sufficient amount will be retained by the student to make possible 
his academic survival after examination. Of course it is expected 
that the data imparted will be reasonably accurate from the giver's 
and the receiver’s point of view—that the class will not say le escargots 
or assert that Shakespeare began his career by writing The Tempest. 
Therewith truth has become accuracy in the mnemonic reproduction 
of determinable data. It is of considerable interest to note that the 
majority of the vocal critics of our schools are like most of those 
schools’ supporters in seeming not to want more of education than 
this. The difference between them is merely one of emphasis on 
certain facts as being more valuable than others. 

It is probably evident from what has been said that this version 
of “truth” seems inadequate to me, though I should not wish to be 
thought ignoring the kernel of realism that is in it. Nor does it seem 
less injudicious to isolate, as some have, what Pestalozzi may have 
meant by “medicine.” To assume that “good citizens” can be made 
to emerge from the schools as hot cross buns do from a bakery is to 
take a benign view indeed of human nature and the teaching pro- 
fession. This happens to be what never happens. To be sure, good 
schools are often effective conditioning devices. If youngsters can 
be induced to absorb moral maxims into their blood streams at a 
sufficiently early age, the effect may be relatively lasting. But in 
this realm it is especially pertinent to bear in mind Heidegger’s 
phrase, das im Sagen Ungesagte—that which the sayer has not said. 
The moral paideia of the schools will congeal in the psyches of young 
scholars like a lump of indigestible fat in the pottage unless it can be 
fused with the drift of the intellect and the genuine drive of the will. 
Character is never formed as aught save conscience; and this is not 
a recipe book but a living commitment to sublimation of the self. 
That most reasonably gifted men and women wish to make that 
commitment is, I think, fortunately true. Yet all experience seems to 
indicate that what can be done from without to intensify this desire 
and direct it to good ends—that is, by the family, the school, and the 
church—is to awaken joy and pride in belonging. A youngster who 
is jubilantly confident of the stature of his preparatory school will 
wish to be worthy of it, and this longing may endure through life. 
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And it seems indubitable that the influence of the church is propor- 
tionate to its ability to evoke affectionate trust in its practice of the 
holy life. This may seem as if man were here being doomed to 
becoming “organization man.” Aristotle long since so doomed him, 
as the evidence required. What alone matters is the quality of his 
gregariousness. 

“Truth” as education must conceive of it is, then, primarily aware- 
ness of the vital activity of the receptive, creative human mind face 
to face with reality in the whole of its illusory overtness and its 
revealing concealment. It is on the one hand “man thinking” and on 
the other that which can be seized and held in thought. “Truth” 
therefore cannot be for any wise teacher merely “what he troweth,” 
to borrow Newman's words, because while awareness must be vividly 
personal it is nevertheless bound to the whole with hoops firmer than 
steel. Here is a brief comment on a characteristic, though not always 
recognized, trait of Aquinas taken from a recent book by Josef 
Pieper: * 


The same intrepidity made him ask, in his Commentary on the Book of 
Job, whether Job’s conversation with the Lord God did not violate reverence 
—to which he _ the almost outrageous answer that truth does not change 
according to the standing of the person to whom it is addressed. He who 
speaks truthfully is invulnerable, no matter who may be his adversary. 


What is here meant by “truth” is a firm grip on some part of reality. 
The earth does spin round; there was a process of evolution, though 
we may never fully know how it operated. The right to discover and 
report such truths is the most inviolable of rights. But if a man 
proceeds to assert that any part of the true is the whole, if he construes 
his article as being the encyclopedia, he is as gravely in error as would 
be the planner who believed that if he built a city of skyscrapers 
there would be no traffic problem. 


THE PRESSURE OF TECHNOLOGY 


ACCORDINGLY, here are the poles between which education moves 
in practice: the scholar’s free, creative, but rigorously controlled 
awareness of the cosmic or human verity that he holds with awe in 
his hands, and his humble, submissive realization that this little, 


* Josef Pieper, The Silence of St. Thomas, translated by John Murray, S. J., and 
Daniel O'Connor (New York: Pantheon Books, Inc., 1957), pp. 20-21. 
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precious though it be, is only like one of the diamonds on Cecil 
Rhodes’ plain. This is why, to think in contemporary terms, it is 
utterly senseless and life-destroying to hold that education can be 
either purely scientific or not concerned with science. In the wake 
of the eerie excitement caused by Russia's ability to push a satellite 
into outer space, we seemed for a time wholly to forget that for years 
education in the United States has been veering strongly to a one- 
sided concern with engineering and other forms of applied science, 
and that we were in grave danger of losing our collective dedication 
to the deeper forms of contemplation, whether they were concerned 
with mathematics or psychoanalysis, metaphysics or pure poetry. 
Having been told over and over again that the United States could 
have sent a rocket to the moon years ago had it been so minded and 
willing to foot the bill, why should we now imagine that safety can 
be found only in thicker dabs of science on the schoolboy’s bread? 

The reason why the veering alluded to has taken place is of course 
this: the impact of scientific discovery on our modes of living is so 
great that we are all caught up into a Heraclitean world. Cellulose 
fiber makes growing cotton on sun-parched fields a dubiously 
profitable venture, and vegetable oils deprive the cow of a major 
reason for being. Indeed, one by one the animals become superfluous 
save when dead. I can think of no statement that more vividly 
indicates the change that has already taken place in the human 
environment. It would be incredibly stupid of the educator not to do 
what he can to make young scholars aware of the steps by which 
the mind of man has moved thus far. Yet who can doubt that a stern 
appraisal of our people’s ability to live in the world that is now its 
companion, day in and out, will reveal equally glaring weaknesses— 
widespread inability to cope with the leisure that is the by-product 
of technology, and a resulting softness of mind, heart, and hand; the 
lack of impulse to enter into the cultural worlds of other peoples, 
past and present, that has so often led to manifestations of puerile 
gullibility or assumed superiority, or (what is even worse) to the 
isolation of the American in environments that he has been expected 
to influence or indeed improve; and above all a hankering after 
spurious kinds of “peace of mind,” as if these might not prove to be 
the ultimate enfeebling narcotics. 

If what has been said is in a measure correct, a number of con- 
clusions are suggested, some few of which will be advanced here 
with the requisite intrepidity. 
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SINGLING OUT THE ADVENTUROUS 

First, it must be obvious that education can proceed in its full glory 
and significance only insofar as it is concerned with those for whom 
it is not merely an obligation, to be met by trudging more or less 
wearily to school, but also primarily and increasingly an adventure. 
Young scholars must be chosen and not simply endured. While 
Maritain and the Harvard Report on General Education in a Free 
Society are quite right in holding that some measure of liberal edu- 
cation is the privilege of all citizens, it remains as certain as anything 
can well be that even in the most democratic of societies many will 
fail to move beyond the stage at which knowledge is communicated 
fact, either because they are unable to do so or because the journey 
does not interest them. Those who are eager and able to embark 
on the adventure of education should be singled out as soon as 
possible, freed of crippling economic handicaps, and made to realize 
that the training of the mind is at least as rigorous as the training 
of the body. To continue to accept the lowest common pupil 
denominator as the norm is to doom the potential intellectual power 
of the nation to turning somersaults around the statue of Huckleberry 
Finn. 

One happy result of emphasis on pupil selectivity would be that 
at long last we shculd be able to train teachers in a relatively 
rational manner. There are candidates for the profession able and 
willing to go with unquenchable enthusiasm to the task of guiding 
the unfolding creative mind. Others will be more at home with the 
larger numbers for whom awakened interest is the only lure. And 
there will be some who, sensing perhaps a vocation akin to that of 
nursing, will concern themselves with young people who are in a 
sense anormal, because of either handicaps or some lesion of the 
will. As things are now, exception having duly been made for the 
most fortunate of colleges and preparatory schools, no teacher 
working at a level below that of the university can tell what it is he 
is expected to accomplish. He will know only that his work is with 
youth and he usually will find himself in as impossible a situation 
as is the driver of a twenty-four-mule team some of whose charges 
are halt and lame while others are eager for the road. It is no wonder 
that problems of teacher morale exist, particularly in schools com- 
pelled to assemble in the same rooms youngsters who should no 
doubt be in jail and the sons and daughters of parents who have long 
been devotedly interested in the progress of the human intelligence. 
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FREEDOM FOR TEACHER AND STUDENT 
SoME CLARIFICATION of what is meant by the freedom of the teacher 
seems highly desirable at this point. What Aquinas and many others 
have said about the inviolability of the mind when it is aware of 
truth must be supported, even when the cost is as tragically heavy 
as it has been in Hungary. This freedom is the inner radiance of 
every free society. It is the “single string,” to use Donne's phrase, 
that cements scholar and teacher in comradeship and mutual respect. 
But one cannot conclude that the same freedom should be claimed 
for the imparting of information unless this is actually the commu- 
nication of truth in the sense defined. The assertion may need a word 
of comment. For instance, the historian who might contend that the 
Roman limes was a deposit of quicklime should be free to say so 
only until somebody finds him out. Or again, a mathematician who 
has not in a measure kept abreast of developments in his field can 
hardly claim a natural right to remain in a state of ignorance. But a 
student of the Roman past who advances a new hypothesis concerning 
the nature and functions of the limes based on evidence fresh or old 
must have complete freedom to publish it, no matter how startling 
the contentions or how inconclusive the argument may seem. Failure 
to make this distinction, admittedly difficult to arrive at though it 
be in concrete instances, is responsible for a widespread reputable 
skepticism about academic freedom. This failure is no doubt rooted 
in a too uncritical readiness to apply standards indispensable for 
research to the lower schools. One may argue that this is the less 
dangerous course. Yet the fact remains that the maxim, “Once a 
teacher, always a teacher,” regardless of quality, performance, or 
vigorous elation, is unquestionably a reason why the profession of 
teaching has fallen into some disrepute. Is it not more injurious than 
the difference between the salary paid to the president of Amherst 
College and that of the chairman of General Motors? 

Conversely, the proper freedom of a pupil does not consist in doing 
what he wishes. I am persuaded that, once young people have 
progressed beyond the years with which Madame Montessori was 
concerned, they rather wistfully expect someone to tell them what 
to do and how. This does not mean, to be sure, that they will wear 
hair shirts with pleasure. But few statements can be made with 
greater assurance (or have so been made) than that pupil satisfaction 
and response are far greater in exacting high schools like Hunter or 
Brooklyn Technical than they are in makeshift mental factories for 
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which the football season is the major academic event. But there is 
a kind of freedom at higher levels to which the fledgling young 
scholar has every right to lay claim. This is on the one hand freedom 
to respect as a person, regardless of his ancestry or the affiliations 
of his family. The right to gross discourtesy is not one of the attributes 
of the teaching profession. On the other hand, the student should 
have the feeling that his own dawning awareness of part of reality 
will be accorded mature critical respect. Who has really learned to 
teach who has not at some time realized that a young mind can light 
up a scene that has hitherto been darkP When I dealt with a class 
concerned with some aspects of English verse, it was not a com- 
mentary by a distinguished critic that I used to clarify a stanza by 


Marvell but an essay written by a Harvard senior. 


THE ABRASIVENESS OF ONE’S FELLOWS 


It 1s at this point that the marvelous utility of student discussion 
should be adduced. Young people do not suffer one another's fool- 
ishness gladly. Indeed, they are loath to accept the mutual exchange 
of wisdom. Very rarely can a college student talk as an equal with 
a teacher. He can speak at, back to, about, around a revered 
instructor; but the generations dig their moats and lower only certain 
drawbridges. Each young person dealing with others, however, 
under the aegis of education, has in the company of his fellows a 
priceless abrasiveness, a hugging and pushing aside, an abrupt and 
vigorous way of proceeding from enmity to affection and back again, 
which are all like sprouting combative antlers of the mind. How 
good and fruitful the college campus is (as Newman indicated a 
century ago) on which thought etches itself out in jagged contour 
during student debate! Can we not all look back gratefully and see 
ourselves limping by reason of the bruises earned in such struggles 
and the depths that had to be leaped over, but still having in the end 
weary but exhilarated companionship? Alas that we should lose this 
skill later on! I am sadly reminded that in the days of yore Henry 
Mencken and Stuart Sherman, the first a stout brew of Nietzsche 
and Simplicissimus, the second a glass of pure humanistic port, were 
wont to assail each other with uninhibited vehemence. It was not 
a pleasant spectacle for anyone who liked them both, for neither was 
any longer young. But if I had my way no student would graduate 
who had not had a similar glorious row at some time. 
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Finally there is the harassing but unavoidable ground on which 
“truth” and “medicine” meet. The educated person will not always 
be driven by inherited impulses or find himself unable to get away 
from the screen on which are flashed pictures of his subconscious 
mind. Virtues, whether of the practical or speculative life, are 
disciplines. The Latin-speaking students of Aristotle referred to 
each of these as habitudo, as a form of thought and action to which 
one voluntarily has grown accustomed. For the great Greek, even 
as for Confucius, wisdom could never be synonymous with knowl- 
edge. The knower might be all else than wise in his knowing. There 
is no graver peril to which modern man can be exposed than 
surmising that phronesis is automatically built into his practical 
application of the insights that he has acquired. As he succumbs to 
this error, he becomes a thing that can be used rather than a man 
deciding of what use he can be. This we have seen with implacable 
clarity in the moral callousness of the gifted—scientists and engineers, 
jurists and writers—who have served tyrants. We shall see it even 
more plainly in the manipulation of minds by new and subtler forms 


of propaganda. 


EDUCATION INCOMPLETE WITHOUT THEOLOGY 


On wnat basic convictions the commitment to virtue is to rest 
becomes therewith the query that must be put, even though the 
answers given may prove so stormily different that many will turn 
aside persuaded that life is too brief to justify the quest of a decision. 
I shall say no more here than to remind you that Max Planck, under 
the torment of Nazism, joined Newman in believing education with- 
out theology incomplete. Assuredly this affords one gateway to the 
final dialogue between oneself and reality. That dialogue will have 
for its theme where the last boundary is, what foundation lies below 
the deepest cellar into which we can look. Perhaps a man will decide 
that there is neither boundary nor fundament. A large number have 
so concluded. The “disinherited mind,” of which Erich Heller speaks, 
indeed seems, oddly enough, the response of the intellectual West 
to the great Christians of the Russian East, alive in the days before 
a sinister form of dialectic made its successful bid for power. The 
conviction that we are of the warp and woof of the here and now, 
and have no wedding garment for a feast elsewhere, has been freely 
arrived at by men of genius. The university must respect their 
testimony. It must have full liberty to attest to that respect. 
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But if education is to be what I have said it is, namely “awareness 
of the vital activity of the receptive, creative mind face to face with 
reality in the whole of its illusory overtness and its revealing conceal- 
ment,” how can it complete its assignment unless it throws light from 
every available source on the questions asked by Albert Einstein 
eight years ago about modern scientific man: “Has he not in an effort 
characterized by being intellectual only forgotten his responsibility 
and his dignity? A man who is inwardly free and loyal to his con- 
science can, it is true, be destroyed, but he cannot be turned into a 
slave or a blind tool.” These things Max Horkheimer had in mind 
when, returning to Germany from exile to become rector of the 
bombed-out University of Frankfurt, he established chairs of 
Protestant and Catholic theology without being personally a devotee 
of either. He believed that some light might be cast on the queries 
of Einstein by a discipline that has played and still plays a mighty 
role in the drama of the West. Most assuredly he was not thinking 
of an acrimonious debating society, nor did he acquire one. The 
European university seems to realize, far better than our truncated 
experience will permit, that a theological faculty consists of educated 
men and not of self-appointed functionaries either in a kind of 
hypothetical Office of the Inquisition or in a club of intellectuals the 
primary activity of which is to blackball the parson. 

It is not too much to say that the immaturity, or it might be better 
to say the incompleteness, of American culture manifests itself at 
no point so clearly as it does when religious issues are under discus- 
sion. There are many reasons why this is so, but the principal one 
undoubtedly is that theology has been studied so far away from the 
main stream of university life. Quite without knowing it, we have 
agreed with Tito and Rakosi in banning religion to the rectory. 
Therefore Catholic theologians are widely and falsely identified in 
the public mind with rigorous censorship, while Protestants, with 
comparable absurdity, are deemed to be a dwindling hortatory 
minority who have not made up their minds whether God exists or 
not. As for the antitheologians, need one refrain from saying that 
their inability to span the gulfs that stretch between themselves is 
no less scandalous than is the scandal of religious divisiveness? The 
statement that a faculty of theology must include representatives of 
every form of theology—thus identifying the proposed venture with 
absurdity—is admittedly difficult to confute. But it is perhaps in 
reality no more arresting than would be the contention that an anti- 
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theological faculty of philosophy must include every kind of 
antitheologian. 

The fact of the matter is that thinking in theological terms, even 
amidst the turmoil of recent social tragedy, has attained heights of 
pertinence and influence that cannot be whisked out of being. It is 
at least probable that the books of Pére Teilhard de Chardin will 
outlive those of Sartre. I shall say no more than that I find myself 
wishing American education could face the ultimate questions 
concerning the nature of human existence with the same willingness 
to discuss the whole of the evidence that I find elsewhere in the 
world. The numerous deep-rooted atavistic impulses with which 
many American scholars embark on life do not seem a replica of the 
Great Wall. I shall confess that to me it appears rather odd that we 
may all be blown to kingdom come because of some resolve to end 
the debate about power powerfully, before the American university 
has a fair chance to talk about whether man is immortal. Not that a 
faculty resolution on the subject would be particularly reassuring. 
But at least if I were a young, inquisitive person, I should prefer to 
be slain on such a tremendous scene after having weighed all the 
evidence concerning my survival. It seems a pity to deprive the 
fledgling American intellectual of that opportunity. 
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OnE way of approaching the nature and function of the humanities 
is to indicate the nature of the forces that oppose them and are 
opposed by them. Perhaps I might begin by quoting the first two 
sentences of a talk I gave a few years ago before the American 
Council on Education. “No one,” I said, “would ever speak of ‘the 


plight of the natural sciences,’ or of ‘the plight of the social sciences,’ 


but it is always proper to speak of ‘the plight of the humanities,’ and 
in the hushed, melancholy tone of one present at a perpetual death- 
bed. For something like twenty-five hundred years the humanities 
have been in more or less of a plight, not because they are themselves 
weak, but because their war is not merely with ignorance but with 
original sin; and as civilization has advanced, the means of stultifying 
the head and heart have multiplied in variety and power.” 

I should like to expand this text and give some reasons for the 
uphill struggle the humanities have always had and always will 
have. The chief reasons may all be grouped under the heading 
of original sin. Since the humanities are opposed to and opposed by 
man’s animal nature and animal drives, the essential causes of 
opposition are very old; but, as I said, they have taken on many new 
forms and have gained enormously in strength in modern times. Also, 
since the essentials of this debate are as old as human thought, the 
road we follow is paved with clichés; however, clichés may be tried 
and ancient truths which, like the slogans of advertising, need con- 
stant repetition, even though, unlike those slogans, they make small 
impression upon the natural man. 


ENEMIES OF THE HUMANITIES 
The Heritage of Adam 


First OF ALL, there is the inspiring and dispiriting fact that, while 
the goals of science are predictable and attainable, the goal of the 
humanities is not—unless human nature undergoes a miraculous 
transformation. It is much easier to make discoveries in the 
laboratory, to put satellites into the earth’s orbit, than it is to achieve 
humane wisdom, imagination, and insight in thought, feeling, and 
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action. And the latter, the true end of man, is far less compelling 
than far lower ends. The mass of mankind have always been mainly 
absorbed in the struggle for subsistence or comfort or pleasure or 
power. To recall a saying of one wise humanist, Montaigne, Socrates 
was a greater man than Alexander because, while Alexander con- 
quered cities, Socrates conquered himself. In the Renaissance creed, 
man was a creature halfway between the beasts and the angels, 
drawn both downward and upward by elements in his own nature; 
the aim of education was to make him less like a beast and more like 
an angel. The aim of the humanities, an aim that can never be 
fulfilled but can never be abandoned, is, as always, to humanize and 
civilize the aggressive and sensual animal, to lead him to realize his 
distinctively human endowments, to refine and multiply his moments 
of vision, to free his better self from bondage to his ordinary self. 


These are of course old-fashioned words. 


Sophisticated Vulgarity 


Ir THE spiritual heritage of Adam is one universal obstacle in the way 
of the humanities, one concrete way in which that has manifested 
itself is the material civilization man has created, with all its incen- 
tives and pressures. No one would disparage the multiplying benefits 
that science and technology have supplied, but neither could anyone 
deny that these may be lessened or outweighed by the hazards that 
attend them; against increased longevity, for instance, may be set 
the danger of death on the road or the specter of wholesale death 
from the sky. However, I am speaking now not of physical perils, 
but of pressures on the mind and character and aesthetic sensibility. 
Whatever may be hoped for in the distant future, it would seem at 
present that we have less to fear from Russia than from the mass 
civilization of our own Western world. The modern rise in the 
material well-being of the common man—which includes woman and 
child—has of course been long overdue, but one unhappy result so 
far has been the debasement of traditional culture. 


All things are a flowing, 
Sage Heracleitus says; 
But a tawdry cheapness 
Shall outlast our days. 


The general diffusion of minimum literacy has enabled millions to 
consume the husks provided for them and to make more precarious 
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than ever the survival of higher standards of enlightenment and taste. 
As Reinhold Niebuhr remarked a short time ago: 


A technical or technocratic culture generates powerful utilitarian pres- 
sures and develops means of mass communication—movies, picture maga- 
zines, tabloids, radio and television—which all tend to reduce the culture 
to a kind of sophisticated vulgarity beside which the vulgarity of the un- 


lettered man of other ages will appear as pure innocence. 


This sophisticated vulgarity is not a completely new thing; what 
is new is that it now makes an immediate impact upon hundreds of 
millions of people. Nor is it a purely American phenomenon, though 
foreigners often complain that it is. But, in this as in other fields of 
endeavor, Americans have greater resources. Those who operate 
mass media may be assumed to have a shrewd and solidly verified 
knowledge of what the bulk of the public wants, and they evidently 
set the mental age of that public at about fourteen. Good things, to 
be sure, do appear now and then in most of these mass media, but 
they so commonly fail to win attention or approval that the commer- 
cially minded producer is not encouraged to try again. For obvious 
evidence concerning popular taste one may look at any newsstand or 
listen to most radio and television programs or contemplate the 
stream of big and gaudy automobiles—which, even if not paid for, 
presumably inflate the egos of their owners. If the tone, the crass 
and blatant tone, of mass civilization has not been largely created 
by advertising, at any rate advertising is its sufficient symbol. 

Moreover, the media and standards of mass civilization do not 
operate merely on the lowest economic and cultural levels; they 
more or less infect the millions who have attended college and might 
be thought to have higher interests and better taste. One symptom 
is the way in which the uneducated misuse of words and idioms 
becomes, overnight, common usage among the supposedly educated 
and promptly gets into the dictionaries. It is a painful fact of 
American life and education that, after leaving college, the majority 
of people virtually give up serious reading; and that, of the minority 
who do not, only a fraction pays any attention to literature new or 
old. At the time a survey was made in 1956, only 17 per cent of 
American adults were found to be reading books, as compared with 
31 per cent in Canada, 34 per cent in Australia, and 55 per cent in 
England; 57 per cent of our high school graduates and 26 per cent 
of our college graduates had not read a single book during the 
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preceding year; of the college graduates, 9 per cent could not name 
the author of any one of twelve famous books in English, and 39 per 
cent could not name more than three; 45 per cent could not name 
any recently published book. Yet it remains a complacent super- 
stition that Americans especially prize education. 

According to Alfred A. Knopf, book publishing has come to be 
dominated by the gamble on the smash hit, which depends on mass 
appeal. We are, I think, the only country in which literary papers 
print weekly lists of best sellers, and these guide the purchases of 
the lending libraries, the review columns of the newspapers, and 
most of the reading of the so-called reading public. The only literary 
paper that attempts broad coverage, The New York Times Book 
Review, provides some token articles and reviews for the cultivated 
intelligence but for the most part caters to the taste of the million and 
the values of the literary market place. The popular author, the 
purveyor of more or less commercial fiction, writes with one eye on 
the book clubs and the other on Hollywood. And what books most 
of our best sellers are, compared with those of a hundred years ago! 
There was trash then as now, but there were also Dickens and 
Trollope and Tennyson; our major novelists very rarely, and poets 
never, get into the best-seller lists. Or to glance further back, think 
of our popular songs, the products of Tin Pan Alley, and of the songs 
of the Elizabethan age or the Middle Ages. Or think of nonliterary 
figures, statesmen for example, of former centuries: how early many 
of those men attained maturity of mind, how civilized they were, 
what style and flavor their speech displayed—and then think of the 
flat or flatulent utterances of mos: of our public men. This is not a 
sentimental jeremiad, it is only a scant reminder of some facts that 
belief in progress is disposed to overlook. 


The Ascendancy of Science 


I HAVE SPOKEN of two things that work against the humanities: one 
negative, the common lack of a desire, capacity, or opportunity for 
humane self-discipline, for moral and aesthetic cultivation; and one 
positive, the gross or insidious allurements and pressures of mass 
civilization. A third is the direct pressure of science and the supreme 
authority claimed for and given to the scientific method and outlook. 
Science is of course a large and essential part of a liberal education, 
and the placing of science in partial opposition to the humanities 
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requires explanation. It is often urged that the scientific imagination 
and the poetic imagination are very close to each other, if not 
identical; and doubtless there is a rarefied plane on which that is 
true, the plane of curiosity, wonder, and the inspired leap of 
intuition, not to mention fundamental brainwork. But in their normal 
working these two faculties are very distinct, simply because the 
natural scientist is largely concerned with physical nature, with 
things, while the artist is concerned with the nature and behavior 
of man. Obviously the scientist, qua man, shares the general experi- 
ence of humanity; and, qua scientist, he may have not only intellectual 
but moral and aesthetic experience; but it is no less obvious that 
science per se does not operate in the human realm of moral values 
and moral choice. Without the humanities and what they represent, 
science can become merely the instrument of man’s aggressive 
passions. 

In the second place, as science and scientific method have come 
more and more to dominate the modern mind, scientists, philos- 
ophers, and laymen have more and more assumed that there is 
only one kind of truth, one kind of reality—that which is discovered, 
measured, and verified by science. Viewed in that light, literature 
sinks to the level of an insignificant recreation or an insidious fantasy 
of wish-fulfillment. Antagonism or condescension toward literature 
may not be typical of modern scientists, but such attitudes have many 
exemplars from Bacon down to Freud and the present moment. A 
positivist philosopher once put the case to me in a memorable 
syllogism: the end of life is the contemplation of true propositions; 
Shakespeare has no true propositions; therefore Shakespeare is not 
worth reading. So all literature goes into the wastebasket, along 
with metaphysics and religion. 


The Atomizing of Knowledge 


To REGISTER another modern phenomenon from which the humanities 
especially suffer, it was no doubt inevitable that the immense growth 
of modern knowledge should lead to subdivision and specialization, 
but it was no less inevitable that such specialization should be in 
many ways disastrous. We may remember the old medical doctrine 
of the four humors: if one humor grew predominant, the physical 
and mental constitution became diseased. In the modern world of 
learning and science such disease is the normal condition. From 
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ancient times up through a good part of the nineteenth century the 
mass of educated men, including scientists, had a more or less 
uniform education, a common cultural heritage, a more or less 
common outlook—however much they might later diverge. But the 
once seamless robe of Truth has become a thing of holes and lumps 
and shreds and patches. The fifty departments of a modern univer- 
sity are aggregates of electrons moved less by attraction than by 
repulsion; and the educated public, in its degree, tends to be an 
aggregate of heterogeneous groups that do not speak the same 
language, that share only a minimum of common culture. I am told 
that mathematicians and physicists, who used to be blood brothers, 
are now growing apart and unable to communicate with one 
another. The Modern Language Association meets in a multitude of 
groups, and the expert in one is an alien in forty others. 

It might be said that it is only through narrow specialization that 
modern knowledge has made such enormous advances. But one may 
ask if such advances have been worth the price, since the price is 
the intellectual and spiritual impoverishment of the expert, who 
becomes little more than a link in an assembly line, a cog in a 
machine. 

I have been speaking of specialization within one’s own area of 
knowledge. The gaps widen greatly of course if we take a larger 
view of the larger areas, the humanities, the social sciences, and the 
natural sciences. What do the members of one tribe know of the 
materials, ideas, and aims of the others? Perhaps I may hazard some 
guesses; if these are mistaken, no doubt I shall be promptly informed. 
In the matter of narrowness of knowledge it seems to me that, on 
the whole, humanists, while not innocent, are somewhat less guilty 
than sociologists, psychologists, philosophers, and natural scientists. 
No one can teach or write about literature without taking account 
of social and economic life, politics, philosophy, and science; but 
apparently teachers of all these subjects can take small account of 
literature. It is almost wholly the literary scholars who have dealt 
with the effects on life and literature of all these currents of thought 
and discovery, from Plato and Aristotle to Marx and Darwin and 
Freud. And it may not be irrelevant to add what any publisher will 
tell you—that manuscripts submitted by social scientists and scientists 
often have to be farmed out for rewriting in decent English. 

But mere knowledge is less important than a sympathetic under- 
standing of disciplines other than one’s own, and it may be suggested 
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that many scientists and social scientists are so wedded to scientific 
method and materials that they do not understand what the 
humanities are and seek to do. European and English scientists are 
perhaps less open to this suspicion than Americans, since they are 
more likely to have had a humanistic education and are also more 
likely to continue general reading through their life. We might, 
though, recall one who did not have a humanistic education, T. H. 
Huxley. In his debate with Matthew Arnold over the educational 
claims of literature and science, while Arnold was appealing to man’s 
profound concern with the power of conduct, of intellect and knowl- 
edge, of beauty, of social life and manners, Huxley saw “culture” as 
only belletristic ornament and diversion. We have already noted a 
positivist philosopher's view of Shakespeare and, by implication, of 
all literature. 


Stunted and Mechanized Vision 


FurTHER, the humanities by nature and definition embrace alli kinds. 
of knowledge and experience over the whole of mankind's history, 
whereas the natural scientist, as such, is concerned only with the 
latest developments. The history of science is itself an enlightening 
and important discipline that may well be included under the 
humanities, but science per se is quite different. The scientific mind 
instinctively assumes that knowledge means chiefly new knowledge; 
the humanities are not measured in terms of novelty and discovery. 
The humanist’s object is to conserve and propagate our cultural 
heritage, to transmit the wisdom and art of the past to people of the 
present and future. Naturally there is continual reinterpretation of 
the great works of literature and art, continual rewriting of the 
evolution of ideas (and cultural history is a valuable discipline in 
itself), but considerations of old and new, of time and history, are 
only secondary to making the assimilation of those great works a 
richer experience. 

However desirous scientists are of enlarging knowledge and 
improving the lot of man, they can pursue aims and ideas that are 
remote from the humane. To take a fairly recent and presumably 
not unrepresentative example of scientific thought in action, The 
New York Times Magazine of 8 December 1957 had a composite 
article by six eminent American scientists under the title “Science 
Looks at Life in 2057 a.p.” I cannot summarize the six contributions, 
but I can quote the puzzled comment by my colleague and friend, 
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Howard Mumford Jones, a humanist who has long shown especially 
active sympathy with science. Professor Jones wrote thus to the 
Times: 


I read with growing wonder the composite article entitled “Science 
Looks at Life in 2057 a.p.” Nothing so indicates the narrowness of scien- 
tific outlook among experts. The only conceivable future is for the regula- 
tion of offspring, interplanetary space travel, the control of physical power, 
the eating of vegetable steaks, artificial photosynthesis, and advanced 
psychology based upon machines. 

That art, that philosophy, that religion, that the whole vast, rich, his- 
torical outlook and maturity we commonly associate with the humanities 
might have some determining part in civilization a hundred years hence 
seems to occur to none of your distinguished contributors. Man reared 
from a test-tube baby to machine-conditioned psychology and eating vege- 
table steaks seems scarcely worth sending to Mars if that is the best he 
can do with himself. 


So said Mr. Jones, with his customary incisive vigor. I submit that 
no panel of humanists could reveal such stunted and mechanized 
vision, such an incredible scale of values. If this is the kind of 
illumination that is to guide mankind through the next century, we 
may wonder, not about Mars, but if our own anxiety to survive is 


worth while. 


THE AGE OF THE MACHINE 


I aM NOT trying to catalogue all the forces and attitudes that tend to 
blunt and frustrate man’s human potentialities and that belong to 
the background or foreground of the educational problem, but I 
should like to touch on some further and familiar characteristics of 
our time that spring from or go along with the combined pressures 
of mass civilization and science and technology. These may be 
lumped under the heading of mechanization or faith in machinery. 
First, in regard to the literal mechanization of life, we might recall 
an anecdote about a distinguished museum director who was told 
that he needed a new machine in his office. After a morning of 
demonstrations at the I.B.M. headquarters he, in pensive mood, got 
into the elevator. During the descent a young woman screeched, 
because, it appeared, a young man had pinched her. Above the 
hubbub was heard the voice of the custodian of art: “Thank God some 
things in America are still done by hand!” 

Obviously mechanization has eliminated or lightened much 
monotonous labor, public and domestic, and has thereby won millions. 
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of free hours for old and young. What is done in those millions of 
free hours is a question one does not contemplate with entire 
optimism. Like most of our other phenomena, mechanization is not 
new, except in its present magnitude. At the beginning of the 
industrial revolution in England Wordsworth remarked: 


For a multitude of causes, unknown to former times, are now acting 
with a combined force to blunt the discriminating powers of the mind, 
and, unfitting it for all voluntary exertion, to reduce it to a state of almost 
savage torpor. The most effective of these causes are the great national 
events which are daily taking place, and the increasing accumulation of 
men in cities, where the uniformity of their occupations produces a craving 
for extraordinary incident, which the rapid communication of intelligence 
hourly gratifies. 


Later, when industrial progress was at its height, Matthew Arnold 
questioned the sufficiency of a train that took people quickly from 
an illiberal, dismal life at Islington to an illiberal, dismal life at 
Camberwell. From those early comments we can jump up to the 
modern definition of man as an ape in an airplane. For still another 
kind of mechanization I might quote from Lionel Trilling a sentence 
I am fond of, a sentence no less grim than funny: 


A specter haunts our culture—it is that people will eventually be unable 
to say, “They fell in love and married,” let alone understand the language 
of Romeo and Juliet, but will as a matter of course say, “Their libidinal 
impulses being reciprocal, they activated their individual erotic drives 
and integrated them within the same frame of reference.” 


One conspicuous symptom of mechanization is blind faith in the 
group, the desire to belong, to sink one’s individual self into colorless 
conformity without responsibility. This motive operates even in the 
cultural sphere. Herbert Hoover, when President, anticipated it in 
the pathetic exhortation: “We are organizing the production of lei- 
sure; we need better organization for its consumption.” The American 
belief in free enterprise in the material world has not been attended 
by an equally fervent belief in free enterprise in the world of the 
mind. Long before Senator McCarthy was born, to be different 
from the herd was to invite trouble. The only kind of individuality 
that is generally admired is skill in sport or smartness in business; 
the individuality of the cultivated mind and taste meets only 
indifference or antagonism, in school, in college, and in society. Our 
democratic religion is the worship of commonness. 
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MASS CIVILIZATION 

WE HAVE GLANCED at some tendencies that hinder man’s realization 
of his better self and that the humanities are always striving to over- 
come. When we look at American education over the past fifty years 
or so, secondary education in particular, two combined tendencies 
are conspicuous—the general pressures of mass civilization and the 
especially American tradition of anti-intellectualism, a tradition that 
is a joint legacy from Puritanism and the frontier. Since the edu- 
cational scene in general is being treated by others, I will try to 
limit my remarks to the ways in which the humanities have suffered. 
The noble ideal of “high school for all” melted rapidly into a sort 
of social jelly. Since the majority of the young possessed little or no 
capacity for intellectual knowledge and ideas, yet must be kept in 
school, something had to give, and what gave was education. The 
substantial subjects of study were either eliminated or watered down 
to the level on which the average and subaverage mind could go 
through the motions of learning. Then what sheer pressure of 
numbers seemed to demand as a necessity got strong theoretical 
support from the multiplying educationists who were translating 
the doctrines of John Dewey into practice. These doctrines, at least 
as commonly interpreted, were highly congenial to the numerous 
Americans who were instinctively and invincibly pragmatic, 
utilitarian, and anti-intellectual. For Dewey-eyed educationists no 
one subject of study was better than another, all kinds of experience 
were equally valuable, doing could replace knowing and thinking; 
the great end of education was adjustment to the contemporary 
scene. Thus the humanities, under the opprobrious label of “leisure- 
class studies,” had to be removed or denatured. Foreign languages 
were useless frills, and of late years more than half of our public high 
schools have offered no foreign language at all; this cultural 
parochialism developed during the decades in which the United 
States engaged in three foreign wars and became the leader of the free 
world. History, bits of English and American literature, even arith- 
metic, tended to become branches of civics. The ideal high school has 
been to a large degree a social service station. The elimination or 
drastic reduction of intellectual material and intellectual effort has 
of course been carried on in the name of democracy and character- 
building. These have been nourished by a system that demonstrates 
that something is to be had for nothing; that the American way of 
life means shallowness, shoddiness, and the art of “getting by”; and 
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that intellectual and aesthetic cultivation is a mark of pernicious snob- 
bery. In the main, our public schools, instead of opposing mass civili- 
zation, have eagerly surrendered to it and fostered it. 

To give just one example of the way the educationist mind common- 
ly works, a while ago the poet Randall Jarrell contrasted the pieces of 
great literature in old school readers with the guff specially written by 
nonentities for some modern ones. The article drew from the assistant 
superintendent of schools in St. Paul a protest very typical of our time 
and country. The idea that boys and girls should know some great 
poetry and prose of the past belonged to what this man of authority 
called “an education designed for young aristocrats in a feudal world.” 
One must infer that democracy is founded on barbarism. It was this 
same educationist who, in an article defending high schools, said in 
reply to the charge concerning foreign languages, that it would take 
a generation to educate the necessary new teachers. One cannot help 
asking why, and what the current generations of teachers were taught. 
Of course we know the answer. The University of California has, 
under Physics, six pages of courses; under English, six and a half 
pages; under Education, twelve pages. The Ohio State University 
offers, under Physics and Astronomy, six and a half pages; under Eng- 
lish, the same; under Education, twenty-two pages. 

As Robert Ulich (a professor of education) has said, “If in the 
European countries the time and learning capacity of the able student 
between twelve and eighteen were as little used as in the United 
States, they could not survive, nor would their institutions of higher 
education be what they are.” You cannot have many years of very de- 
ficient schooling without corresponding effects in the colleges, and 
we have had them. The state universities have been compelled to take 
in hordes of unqualified high school graduates and to spend at least 
the first two years in trying to do what should have been done not 
merely in high school but in gramar school. Even the private colleges 
have to teach freshmen the rudiments of grammar, diction, and idiom. 
And many of our college graduates, including a number who go on to 
professional schools, are more or less illiterate. 

The Renaissance ideal was not a debased diploma for all, but an 
aristocratic education for a great many; thus Shakespeare, at the 
grammar school in the small town of Stratford, was better educated 
than most of our college graduates. Mr. Devereux Josephs, chairman 
of the President’s Committee on Education Beyond the High School, 
has laid down the principle that “this country will never tolerate the 
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nurturing of an educational elite.” As the Boston Herald said in an 
editorial on Mr. Josephs’ pronouncement, it is a plain fact of history 
that “an intellectual elite formed the concept of democracy, kept it 
alive, and is, moreover, responsible for nearly every progression we 
have made in science, art, and human relations.” And how can you 
have an intellectual elite without an educational elite? 

During the last six or seven years there have been many signs of a 
mounting revolt—of which Professor Bestor has been a notable leader 
—among laymen, parents, schoolteachers, and college teachers, a 
growing demand that slackness and softness give place to serious and 
substantial education. Then in the fall of 1957 the whole country went 
into a tailspin over the sudden proof of Russian scientific prowess. 
There was a swift and agonized reappraisal of the American school; 
what we had so continually been told was the wonder and admiration 
of the modern world now revealed itself as organized baby-sitting. 
Displaying our usual emotional instability, we had an immediate 
wave of zeal for the despised egghead, for “crash programs” in 
science. It would all be rather comic if it were not tragic. The first 
large specific consequence was the government's program for financial 
aid for scientific education. This was not based on any concern for 
science but only on fear of Russia; astrology or alchemy would have 
got the same support if they would have helped in the arms race. So, 
in the middle of the twentieth century, the chief end of American 
education is the training of military engineers, and our nearest ap- 
proach to the angels is by way of missiles and spaceships. 

In sketching the multitudinous things that work against the hu- 
manities, I have partly indicated what the humanities have always 
been and what, if given a chance, they can always be, even if they 
lack the pragmatic or spectacular appeal of the social or the natural 
sciences. I assume of course that all three branches of study make 
unique contributions and are essential elements in a liberal education. 
But, as I have said, it is clear that many people, including not a few 
scientists, social scientists, and philosophers, look on the humanities 
as an outmoded luxury. On the contrary, the humanities are a prime 
and practical necessity if men and women are to be fully human; they 
are in fact the prime necessity, since they are part of our everyday 
living and being. But it is not front-page news if a rocket goes off in 
the mind of John or Mary Smith, if he or she, through absorbing a 
poem, becomes a person of richer imaginative and moral insight, of 
finer wisdom and discrimination and stability. For the experience of 
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literature and art is an individual experience, and, like all other really 
important things, it cannot be measured. 


WHAT THE HUMANITIES CAN DO FOR MAN 


I SHOULD LIKE to end with a more positive, if quite inadequate, state- 
ment concerning the nature and function of the humanities. In 
the educational creed of the Renaissance, this and kindred terms em- 
braced chiefly the literature, philosophy, and history of Greece and 
Rome. These were the liberal studies worthy of a free man; they dealt 
with, and appealed to, man as man, as an intellectual and moral being, 
not as a professional and technical expert. For many humanists these 
studies were complementary to divinity, which was the keystone of 
the arch; for others they remained secular. In the sixteenth century 
science and mathematics were not yet important enough—except for 
a few humanists like Rabelais—to become a standard part of the cur- 
riculum. To jump up to our time, divinity went overboard long ago; 
the classics engage a minute fraction of the young or old; history has 
become a social science; and modern philosophy seems to be sus- 
pended somewhere between linguistics and mathematics. In common 
usage, the humanities are now narrowed down to literature and the 
fine arts. 

The old classical education is usually condemned by its foes be- 
cause it could suffer at times from low aims and poor teaching and 
because, so they say, it was narrow and remote. Well, low aims and 
poor teaching can afflict the most modern studies. As for narrowness, 
the great virtue of the old classical education was, and is, its com- 
bined unity and variety. One body of material, the expression of two 
great and related civilizations, contained an array of masterpieces in 
prose and verse that not only gave full play to the imaginative, emo- 
tional, aesthetic, and critical faculties, but embraced the first prin- 
ciples of ethics, metaphysics, history, politics, and economics. As 
everyone knows, this body of material provided in Europe for many 
centuries—and to some degree still provides—a stable community and 
continuity of ideas and values. For a long time it governed American 
education; it nourished the men who wrote the Constitution and the 
Bill of Rights. The large gap left by the dropping of the classics has 
been recognized even by educators of lukewarm sympathy, and the 
vacuum has been filled, after a fashion, by courses in “general educa- 
tion” and the like. 

It may be said that a sane and rational approach to the problems of 
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man and society can be achieved through other means than the hu- 
manities. Doubtless it can, up to a point—though I think natural 
scientists as well as humanists may feel depressed when they scan 
many of the courses offered by our departments of sociology; and I 
myself, I might say, have little faith in the wisdom of much current 
psychology, which in some forms seems a crude affront to the dignity 
of man. At any rate, one of the distinctive things about the kind of 
illumination to be gained from the humanities is that one is never 
allowed to forget the individual person, to lose sight of oneself and 
others in a large blur of social and economic forces and formulas. The 
basic question, which contains and dwarfs all others, is whether 
John Smith—or Ivan Ivanovitch—feels and thinks and acts rightly or 
wrongly, whether he loves what the best human experience has found 
lovable and enlightening and sustaining. The materials of the hu- 
manities are the products of great individual minds, and they work 
directly upon individuals. As Whitehead declared, “Moral education 
is impossible apart from the habitual vision of greatness.” I do not 
know where, except in the humanities, the habitual vision of greatness 
is found. 

From antiquity until recent times, literature has been the chief 
medium of education, and in spite of—or because of—the emergence 
of new kinds of knowledge, its responsibilities have not shrunk. They 
have indeed grown more important than ever as many things have 
combined to lower the dignity, benumb the sensibility, and drown the 
voice of individual man. The aim of the humanities is not to adjust 
people to life, to the pressures and low ideals of mass civilization, but 
to enlighten and disturb them, to inspire and strengthen them to ad- 
just life and themselves to the great traditional ideals of the best 
minds, the saving remnant of the human race. The subject matter of 
literature is the whole range and texture of life, the material condi- 
tions of existence, all that man does and is and would be as an in- 
dividual being, his desires and hopes and joys and fears and sufferings 
and defeats and victories; and, along with that, all that he experiences 
as one of a family, of a community, of a nation, of the human race. 
Such headings apply to man and literature in all ages, and literature 
at once reflects, opposes, and creates the spirit of every particular age. 
Modern literature, the literature of the age of anxiety, has been pre- 
occupied with man’s increasing consciousness of his loss of outward 
and inward wholeness and order, with his sense of being a fragment 
in a fragmentary world. And the eternal quest of literature, intensi- 
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fied by the common modern loss of religious assurance, has been the 
quest of order. From the chaos of life and society the artist seeks a 
pattern of explanation, a pattern that helps him and his readers to 
achieve some measure of dominion over experience. The value and 
the success of such efforts depend upon many things, from his own 
and his readers’ powers of imagination to the feeling for structure and 
tone and the texture of word and rhythm. Historical and philosophi- 
cal and every other kind of knowledge, including that of everyday 
life, enter into the creation of and the response to the work of art, but 
the work in itself is unique, and no discursive substitute can take its 
place. 


GREAT WRITERS AS THE IMAGINATION AND 
CONSCIENCE OF MANKIND 


SINCE Divinity is gone and philosophy has largely abandoned its 
traditional concern with the good life, it is through literature that 
most young people now get their only or their chief understanding of 
man’s moral and religious quest. And there has been some change in 
the spiritual climate over the last thirty years or so. In the 1920's, the 
time of both brash optimism and cynical defeatism, it would have 
been hard to find students reading Dante and George Herbert and 
Milton and Hopkins and Eliot with the real sympathy that many now 
feel. For the more intelligent and sensitive students of today—a small 
minority, to be sure—are a serious and mainly a conservative lot. They 
not only live in our unlovely world, they have no personal experience 
of any other. They are aware of hollowness and confusion all around 
them, and of what is still more real, hollowness and confusion in them- 
selves. And in literature they find, as countless people have found 
before them, that their problems are not new, that earlier generations 
have been lost also; they may discover, too, that writers of an earlier 
day had answers that are not out of date but richly worth pondering. 
Such young people find in literature, literature of the remote past as 
well as of the present, what they cannot find in textbooks of psychol- 
ogy and sociology and science—the vision of human experience 
achieved by a great spirit and bodied forth by a great artist. In the 
humanities, ethical and aesthetic values are inseparably bound up to- 
gether. The great instrument of moral good, said Shelley, is the imagi- 
nation; and poetry administers to the effect by acting upon the cause. 

The great artist's vision of life is not dimmed or deadened by time 
because it is a distillation of man’s finest insights, of his supreme 
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awareness both of what man is and of what man might be. Thus the 
literature of the centuries of ancient paganism, of the centuries of 
Christianity, and of our own era, the era it has become fashionable to 
call post-Christian—all this constitutes a simultaneous and living 
whole. Whatever the vagaries of Homer's gods, his ethics have an un- 
failing soundness and rightness. So likewise do Shakespeare’s, though 
Shakespeare’s religious creed is very different from Homer's, and no 
less his questioning of the human situation. Shakespeare's highroad 
leading nowhere, as Alfred Harbage has said, is the road home; what 
he tells us is what we have always known—though he tells us much 
more too. 

When the slayer of Hector and the father of Hector meet, brought 
together by the command of Zeus, they both learn the meaning of 
compassion. The same lesson is learned, through suffering, by King 
Lear, and he dies, like the aged Oedipus, in the knowledge of love 
given and received. The mind of Hamlet swarms with ideas and feel- 
ings unknown to Orestes, but there are affinities between them. And 
the religious integrity that unites Antigone with Jeanie Deans bridges 
the gulf between the laws that grow not old and the God of Scottish 
Calvinism. The shock of a young man’s initiation into the adult world 
of evil links Sophocles’ Neoptolemus with the central figure in Hem- 
ingway’s The Killers. Thus the great writers, pagan, Christian, agnos- 
tic, with all their differences, “are folded in a single party”; they are 
the imagination and the conscience of mankind. If we have any hope 
of going forward, or of not slipping further backward, they must be 
our guides. 
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THE PLACE of science in a program of liberal education is not a new 
problem; it has been at the focus of reflection on educational philoso- 
phy and practice since Plato. Nevertheless, although the basic is- 
sues may not have undergone radical transformation with the passage 
of the centuries, the problem has acquired new dimensions and fresh 
complexities in contemporary American society. 

Until comparatively recent times, the theoretical sciences were re- 
garded as branches of philosophical inquiry, having for their ultimate 
objective knowledge of man’s supreme good in the light of his place 
in the universe; education designed for developing enlightened and 
cultivated minds was reserved for small minorities in relatively small 
populations; and the organization of human life did not require the 
existence of large groups of highly trained scientific personnel. Under 
such circumstances, it was easy enough for Plato and his successors 
to argue persuasively for a conception of liberal education in which 
the study of science occupied a prominent place. But these circum- 
stances are no longer present. It is in consequence more difficult today 
to win effective general assent and implementation for the view that 
a solid grounding in natural and social science is an indispensable part 
of a humanistically oriented education, and that such grounding is no 
less essential for the formation of a liberal intelligence than is 
thorough exposure to the materials traditionally classified as belong- 
ing to the humanities. 

The reasons for this difficulty are numerous and not unfamiliar; and 
I shall comment on some of them presently. However, logic requires 
that I begin with an account of what I believe are the distinctive con- 
tributions the study of science can make toward realizing the objec- 
tives of a liberal education. 
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THERE ARE various perspectives from which the sciences can be 
discussed, among others the following: as systems of presumably true 
statements, asserted as conclusions of controlled investigations; as 
disciplines engaged in continuing inquiry and employing a character- 
istic logical method for evaluating claims to knowledge; and as types 
of more or less effective techniques for regulating and redirecting the 
natural course of events. This last phase of science is in the fore- 
ground of popular attention; but for the moment I shall ignore it. The 
other aspects are immediately relevant to my present concern, for 
they supply what I regard as the three cardinal reasons for including 
the study of science in a consistent scheme of liberal education. 


THE THEORETICAL AND MORAL VALUE OF SCIENCE 


Ir HAS BEEN the perennial aim of theoretical science to make the 
world intelligible by disclosing fixed patterns of regularity and orders 
of dependence in events, even though to the untutored mind the 
events may seem to occur by chance or by mysterious and capricious 
design. This objective may never be fully realized. But it has been 
partly realized, and continues to be realized, in the scientific explora- 
tion of both animate and inanimate subject matter, even if with vary- 
ing degrees of success and with unequal rates of progress in different 
areas of inquiry. The knowledge that is thus progressively achieved— 
of general truths about various sectors in nature as well as of particu- 
lar processes and events in them—is intrinsically delightful to many 
minds. In any event, the quest for such knowledge is an expression 
of a basic impulse of human nature, and it represents a distinctive 
variety of human experience. It is a quest that is the history of magnif- 
icent victories as well as of tragic defeats for human intelligence in its 
endless war against native ignorance, childish superstitions, and base- 
less fears. If to be a humanist is to respond perceptively to all dimen- 
sions of man’s life, an informed study of the findings and of the de- 
velopment of science must surely be an integral part of a humanistic 
education. 

But this bare reference to the intellectual enjoyment and the his- 
torical mission of science is not the only point I wish to make in this 
context. There is the further point that competent familiarity with 
the knowledge acquired by scientific inquiry concerning the struc- 
tures of physical, biological, and social process is indispensable for a 
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responsible assessment of moral ideals and for a rational ordering of 
human life. Ideals and values are not self-certifying; they are not 
established as valid by appeals to dogmatic authority, to intuitions of 
moral imperatives, or to undisciplined preference. Proposed moral 
ideals must be congruous with the needs and capacities of human 
beings, both as biological individuals and as historically conditioned 
members of cultural groups, if those ideals are to serve as satisfactory 
guides to a rich and satisfying human life. The adequacy of moral 
norms, and of proposed resolutions of moral conflicts, must therefore 
be evaluated on the basis of reliable knowledge acquired through con- 
trolled scientific inquiry. It is in consequence simply grotesque to 
imagine that anyone today can exercise genuine wisdom in human 
affairs without some mastery of the relevant conclusions of natural 
and social science. 

I am not unaware that there have been great moral seers who pos- 
sessed little if any scientific knowledge of the world or of man, and 
who nevertheless spoke with understanding about the paths of human 
virtue. However, though such men may have expressed profound in- 
sights into the ways of the human heart, merely to proclaim an insight 
does not establish its wisdom; and it is by no means self-evident that 
their vision of the human good, though generous and wise for their 
time, is really adequate for men living in different climes and with dif- 
ferent opportunities for developing their powers. Insight and 
imagination are undoubtedly necessary conditions for moral wisdom, 
but they are not sufficient. For insights and visions may differ, and 
knowledge of the world and human circumstance must be introduced 
for adjudicating between conflicting moral ideals. It would be absurd 
to deny the exquisite perceptions and the stimuli to reflection that are 
often found in the pronouncements of scientifically untutored moral 
seers. But I do not believe their pronouncements can be taken at 
face value, or that in the light of the scientific knowledge we now 
possess those pronouncements are invariably sound. 

It is therefore preposterous to maintain, as many professed human- 
ists in effect do, that ignorance of the conclusions of science is a desir- 
able condition for projecting or pursuing a good life, whether in 
solitude or in society. In short, apart from the intellectual joys accom- 
panying the enlarged understanding of the world that scientific 
knowledge may bring, such knowledge is indispensable if the ideals 
and the conduct we adopt are to be based neither on illusion nor on 
uninformed parochial preferences. It is not an exaggeration to claim 
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that the theoretical understanding that the sciences provide is the 
foundation for a liberal civilization and a humane culture. 


SCIENCE AS INTELLECTUAL METHOD 


However, the conclusions of science are the products of an in- 
tellectual method, and in general they cannot be properly understood, 
nor can their cognitive worth be evaluated, without an adequate grasp 
of the logic of scientific inquiry. I am not maintaining, of course, that 
there are fixed rules for devising experiments or making theoretical 
discoveries. There are no such rules; and it is in large measure be- 
cause it is commonly supposed that there are, that scientific inquiry is 
frequently believed to be a routine grubbing for facts, and unlike 
literature and the arts to require no powers of creative imagination. 
Indeed, science has fallen into understandable though undeserved 
disrepute among many humanistic thinkers because students of hu- 
man affairs have sometimes permitted this misconception to control 
their inquiries and their literary productions. Nor am I asserting that 
the sciences share a common set of techniques of inquiry, so that dis- 
ciplines not employing those techniques are not properly scientific. 
Except for the ability to use a language, it is doubtful whether there 
is such a set of common techniques. Certainly the techniques re- 
quired for making astronomical observations are different from those 
used in the study of cellular division; mathematically formuated laws 
are relatively recent developments in chemistry, biology, and the 
social sciences; and though quantitative distinctions are widely used 
in many sciences, the techniques of measurement are often quite dif- 
ferent for different subject matters. 

On the other hand, I am suggesting that what is distinctive of all 
science, not merely of natural science such as physics, and what as- 
sures the general reliability of scientific findings, is the use of a com- 
mon intellectual method for assessing the weight of the available 
evidence for a proposed solution of a problem, and for accepting or 
rejecting a tentative conclusion of an inquiry. Scientific method, in my 
use of this phrase, is a procedure of applying logical canons for testing 
claims to knowledge. 

Those logical canons have been adopted neither as arbitrary con- 
ventions, nor because there are no conceivable alternatives to them, 
nor because they can be established by appeals to self-evidence. 
Those canons are themselves the distilled residue of a long series of 
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attempts to win reliable knowledge, and they may be modified and 
improved in the course of further inquiries. They owe their authority 
to the fact that conclusions obtained through inquiries conforming to 
the requirements set by the canons have been in better agree- 
ment with data of observation, and have in the main withstood further 
critical testing more successfully than have conclusions obtained in 
other ways. The use of scientific method does not guarantee the truth 
of every given conclusion reached by that method. But scientific 
method does give rational assurance that conclusions conforming to 
its canons are more likely to approximate the truth than beliefs held 
on other grounds. Indeed, the history of science makes amply clear 
that the method of science is a more permanent part of the scientific 
enterprise than are most of the substantive conclusions asserted at any 
given time. For the conclusions are generally corrected or replaced by 
more adequate ones with the progress of inquiry, while the method— 
though it may be refined and extended—has proved itself so repeatedly 
successful in producing reliable knowledge that substantial changes 
in it are neither required nor likely. 

Accordingly, to accept the conclusions of science without a 
thorough familiarity with its method of warranting them is to remain 
ignorant of the critical spirit that is the life of science. Not every claim 
to knowledge is a valid claim; and without a clear grasp of the stand- 
ards that evidence for a conclusion must meet, the risk is large of be- 
coming a slave to every rhetorical appeal, to every plausible though 
specious argument, and to every intellectual fashion. In any event, 
for a belief to be intelligently held, it is not sufficient that the belief 
happens to be true or claimed to be true by someone else. It is essen- 
tial for a liberal intelligence that it know something of the nature of 
the grounds upon which the belief is maintained to be true. More- 
over, without a competent understanding of the method of science, 
the history of science cannot but appear as a catalogue of error, in 
which one set of dogmatic claims to truth is replaced by another set 
no less precarious. Every change in scientific theory is then judged as 
fresh evidence for the “bankruptcy” of science and for the incapacity 
of the human mind to attain genuine knowledge by way of scientific 
inquiry. A wholesale skepticism in the powers of analytical reason is 
then the natural outcome, a skepticism to which even distinguished 
scientists sometimes succumb, and which paves the way for the 
acceptance of almost every foolish mystery-mongering as the acme of 


profundity. 
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On the other hand, a firm grasp of the logical grounds upon which 


the sciences rest their conclusions serves to show that the sciences can 
make no dogmatic claims for the finality of their findings; that their 
procedure nevertheless provides for the progressive corrections of 
their cognitive claims; that they can achieve reliable knowledge even 
though they are fallible; and that however impressive the achieve- 
ments of science have been in giving us intellectual mastery over many 
segments of existence, we cannot justifiably assume that we have ex- 
haustively surveyed the variety and the depths of nature. The critical 
temper, the confidently constructive rationality, and the manly in- 
tellectual humility that are essential for the practice of scientific 
method are not simply adornments of a well-balanced mind; they are 
of its essence. 


SCIENCE AS THE CODE OF A COMMUNITY 


THIS BRINGS ME to the final point I want to make in this context. 
Viewed in broad perspective, science is an enterprise carried on by a 
self-governing community of inquirers who conduct themselves in ac- 
cordance with an unwritten but binding code. Each member of this 
republic has the right and the obligation to make the most of his ca- 
pacities for original and inventive research, to make full use of his 
powers of imagination and insight, to be independent in his analyses 
and assessments, and to dissent from the views of others if in his 
judgment the evidence requires him to do so. In return for this, 
on the other hand, he must submit his own investigations to exami- 
nation by his scientific peers, and he must be prepared to defend his 
claims by reasoned argument against all competent critics, even if he 
should believe himself their superior in knowledge and insight. Ac- 
cordingly, no question of fact or theory is in principle finally closed 
in science. The career of science is a continuing free exchange of 
ideas, and its enduring intellectual products are in the end the fruits 
of a refining process of mutual criticism. 

It is sometimes supposed that objectivity in scientific inquiry is 
achieved because each inquirer makes explicit all the assumptions in 
terms of which he evaluates the worth of his data and does not permit 
his judgment to be colored by any that are doubtful. But no human 
being is entirely free from unconscious personal and social bias; and 
since no scientist is fully aware of all his preconceptions, no scientist 
achieves objectivity simply by resolving to extirpate his prejudices 
and private hopes. That is why emphasis must be placed upon science 
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as an institution that requires those belonging to it to be at once toler- 
ant of fresh ideas, skeptical of innovations, and critical in evaluating 
the conclusions of inquiry. For different members of the scientific 
community will differ in general in their unavowed assumptions and 
biases; and the process of mutual criticism serves to bring those as- 
sumptions to light, to challenge them, and in the long run to eliminate 
beliefs that do not stand up under merciless and prolonged scrutiny. 
This does not mean that individual scientists do not possess passions 
and vanities, which are often obstacles to dispassionate judgment and 
which may hamper the advance of knowledge. It does mean that the 
institution of science provides a mechanism for discovering the truth 
irrespective of personal idiosyncrasies, but without curtailing the 
rights of its members to develop freely their own insights and to dis- 
sent from accepted beliefs. 

It is common knowledge that because of misconceptions concerning 
the import of substantive theories in various special sciences—such as 
Newtonian theory in physics and Darwinian theory in biology—such 
theories have sometimes been taken as models for the political order- 
ing of society or as justifications for moral and economic systems. But 
it is no misconception that, though there is an aristocracy of talent and 
an unequal distribution of power and prestige among scientists, the 
organization of science as a community of free, tolerant, yet alertly 
critical inquirers embodies in remakable measure the ideals of liberal 
civilization. A thorough exposure to a discipline that fosters these 
qualities of mind therefore has a rightful and important place in an 
educational program designed to develop members for such a society. 


II 


I HAVE been concerned thus far with what I regard as the ideal 
values obtainable from a training in science. I must now discuss what 
seem to me some of the obstacles in modern American society that 
stand in the way of their adequate realization. 


THE DANGER OF THE MOLE’S-EYE VIEW 


In THE first place, the accumulation of knowledge in various areas 
of inquiry, the inherent complexities of the subject matters explored, 
and the long training that is today needed as a prerequisite for scien- 
tific exploration, have made a high degree of specialization a con- 
dition for continued advances in most branches of science. Much of 
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the indispensable day-by-day work of the scientist, even when he en- 
gages in fundamental as distinct from technological research, has in 
consequence a relatively narrow scope. It is work that for the most 
part can be carried on successfully without serious reflection on basic 
but broader issues concerning the articulation of underlying theoreti- 
cal and methodological assumptions. Accordingly, most scientists, 
whether in academic life or in one of the engineering professions, have 
at best only a perfunctory interest in the more philosophical aspects of 
their discipline. 

To be sure, in the course of solving their own technical problems 
many of the creative minds in science have felt themselves compelled 
to give close attention to the structure of scientific ideas, to examine 
the conditions of significance of scientific statements, or to analyze 
the logic of scientific inquiry. Indeed, revolutionary advances in 
scientific theory sometimes have been the consequences of just such 
comprehensive reflections. But to a large fraction of practicing scien- 
tists, concern with such matters is a luxury for which their immersion 
in detailed technical problems leaves them little time, and which they 
sometimes regard as symptomatic of declining research powers in 
scientific colleagues who do give such questions earnest attention. 

Teachers of science who are also engaged in scientific research 
therefore usually are not interested or prepared to present the sub- 
stantive materials of their discipline within the framework of broad 
philosophical considerations. And teachers with no capacity for re- 
search commonly follow a tradition of teaching set by those who have, 
and in any case are rarely equipped to deal maturely with the less for- 
mal aspects of their subject. In consequence, the intellectual climate 
in which the sciences are taught on both secondary and college levels 
is not generally favorable to the serious study of science as part of a 
liberal education. Courses in so-called “general science,” designed in 
the main for those not contemplating a scientific career, are frequently 
so empty of scientific content, as well as of competent philosophical 
commentary, that they are viewed with merited contempt by scientists 
and humanists alike. On the other hand, the more traditional courses 
in science are normally organized so as to provide training in what are 
in effect and for the most part professional skills. Unless he is guided 
by an exceptional teacher, it is only an exceptional student who ac- 
quires from such courses a just appreciation of the structure of 
scientific ideas, or of the logic and civilizing significance of scientific 
procedure. 
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A SECOND REASON for the current difficulty in developing a satisfac- 
tory program of liberal education is rooted in the fact that in the popu- 
lar, as in the Marxist, image of science, even fundamental research is 
primarily a handmaiden to technology. The major financial rewards 
and positions of influence that society offers to those practicing a 
scientific profession go for the most part to the applied scientist, such 
as the engineer and the physician, rather than to those engaged in 
basic research. In general, therefore, the pressure of public opinion 
upon the teaching of science in schools and colleges is overwhelmingly 
in the direction of obtaining immediately and obviously practical 
benefits from scientific education. Under such circumstances it is in- 
deed possible to obtain substantial governmental subsidies for funda- 
mental research, on the ostensible ground that such aids to pure 
science contribute to the requirements of national defense, foreign 
policy, and economic prosperity. But it is by no means easy to secure 
adequate recognition for the conception that the pursuit of pure 
science is one of the glories of a liberal civilization. I am not suggest- 
ing for a moment that the practical values of training in the sciences 
are of no serious importance and should be ignored in considering the 
place of science in liberal education; and I have never encountered a 
good reason for maintaining that there is no room in a humanistically 
oriented education for anything in the curriculum of scientific studies 
that will prepare students for some practical profession. I am urging, 
however, that primary if not exclusive emphasis in the teaching of 
science upon the development of specialized skills is a disservice to 
the student, to the future of both pure and applied science, and to the 
prospects of a liberal society. 


THE FEAR OF SCIENCE AS INHUMANE 


ON THE OTHER HAND, while science may be currently prized for 
many of its actual and potential contributions to industrial and medi- 
cal technology, it is also often condemned as the ultimate source of 
many of our major evils. The invention of the terrifying instruments of 
mass destruction, made possible originally by advances in theoretical 
atomic physics and by the cooperative efforts of pure and applied 
scientists, has evoked vigorous expressions of widespread distrust of 
science, and has reinforced deep-seated doubts whether the benefits 
of scientific progress outweigh the miseries and the fears that ap- 
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parently must be included in the price for advances in knowledge. In- 
deed, in the opinion of many critics of contemporary society, final re- 
sponsibility must be placed at the door of science for having made 
possible, through its technological fruits, the rise of so-called “mass 
cultures” and their alleged consequences: the severe restrictions upon 
individual freedoms, the loss of a sense of individual inner purpose, 
the development and use of techniques for manipulating the minds as 
well as the bodies of men, the decline in standards of human excel- 
lence, and the general vulgarization of the quality of human life. 
Moreover, since the conclusions of science can be used for inhuman as 
well as generous ends, so that science is inherently amoral, a pro- 
longed exposure to the discipline of science is often believed to 
develop a trained incapacity for distinguishing between good and 
evil and a callous indifference to humane values. 

Accordingly, although the importance of science for discovering 
the instrumentalities by which events may be controlled is admitted 
by everyone, and although no one denies that the study of science has 
therefore a place in the curriculum, the study of science is commonly 
not regarded as contributing significantly to the development of 
minds sensitive to qualities that ennoble and enrich human life. In 
particular, thinkers apprehensive of the prospects for a humanistic 
culture that seems to them threatened by a tide of scientifically or- 
ganzied barbarism view with undisguised concern any large role 
assigned to science in liberal education. 

In sum, therefore, there are at least three obstacles that stand in the 
way of effectively implementing the conception that the study of 
science deserves a prominent place in a humanistically oriented pro- 
gram of education: the general climate of public opinion; the indiffer- 
ence of a considerable fraction of professional scientists; and the fre- 
quently hostile attitude of many humanistic thinkers. 


ITI 


I sHALL NOT comment further on the first of these difficulties, since 
it involves issues of domestic and foreign politics that fall outside the 
scope of this discussion. But in consonance with my belief about the 
ideal values of science, I must attempt two things: to meet some of 
the current strictures made in the name of humanism against science 
and its influence; and to suggest what could be done to emphasize the 
humanistic and philosophic import of science, without depriving 
science instruction of substantive content. 
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SCIENTISTS NOT RESPONSIBLE FOR THE MISUSES OF SCIENCE 


Ir 1s undoubtedly true that the existence of mass cultures is incon- 
ceivable did we not possess much of the knowledge and the practical 
skill that have been the fruits of theoretical and engineering research. 
It is also undoubtedly the case that many of these skills have been put 
to reprehensible uses, and that grave social and moral problems con- 
tinue to be generated by the indirect consequences of theoretical ad- 
vances upon the lives of men. On the other hand, it is absurdly un- 
illuminating to make science therefore responsible for the failings of 
contemporary society, as unilluminating as it would be to place the 
blame for Hitler’s moral inadequacies upon the procreative act of his 
parents. Scientific discoveries and inventions indeed have created op- 
portunities for choice and action that frequently have been misused, 
whether by design or by inadvertence. But an opportunity does not 
determine the use that men make of it; and except on the assumption 
that the quality of human life is enhanced when alternatives to tra- 
ditional forms of conduct are kept at a minimum, it is childish to be- 
wail the expansion of science as the chief source of our current evils. 
It is in any event sheer sentimentality to look with longing to earlier 
days when science played a less conspicuous role in the human 
economy—as if living under such earlier conditions were an option 
now open to us, and as if societies less complex than ours exhibit no 
failings comparable with those of our own. 

Moreover, there seems to me little substance to the complaint that, 
because of the unquestioned increase in material welfare and material 
goods made available to large sections of the population by modern 
technology, the pursuit of meretricious values has come to dominate 
American society and has cheapened the standards that measure ex- 
cellence in our culture. It is not possible to deny the charge that, de- 
spite improvements in the material conditions of life for an increasing 
fraction of the populace, much of our energy is directed toward the 
realization of shoddy ideals, and that relatively few men lead lives of 
creative self-fulfillment and high satisfaction. It is difficult to demur 
at such indictments without appearing to act the part of a Philistine. 
Nevertheless, the failings noted are not unique to our own culture. 
Indeed, it is by no means evident that a life of deep satisfaction and 
dedication to the values of a liberal civilization is enjoyed by a 
smaller fraction of American society than of other types of culture, 
whether present or past. Critics of American mass culture tend to 
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forget that only comparatively small elite groups in the great civiliza- 
tions of the past were privileged to share in the high achievements of 
those cultures, and that even those groups had only severely limited 
opportunities for appreciating the supreme products of the human 
spirit. In our own society, on the other hand, modern science and 
technology have made available to unprecedented numbers the major 
resources of the great literatures and the arts of the past and present, 
never accessible before in such variety even to the highly privileged 
and cultivated members of earlier societies. I do not claim that such 
matters are of passionate interest to the great majority. But there 
seems to me ample evidence to show that an increasing number in our 
society have come to value them, and that as a consequence of ex- 
posure to such things tastes have become more discriminating and 
less provincial. 

Discriminating tastes cannot be formed overnight; and though the 
level of material well-being in earlier societies was far lower than it is 
in ours, those in them who were the chief supporters and consumers 
of the liberal arts and their products also possessed an abundance of 
the material goods of life. In view of the size and the heterogeneous 
character of the American population, and of the fact that adequate 
leisure and training for developing and pursuing rational ideals is a 
fairly recent acquisition for most of its members, it is perhaps remark- 
able how rapid has been the growth of sensitivity in our society to the 
great works of literary, scientific, and artistic imagination. It is simply 
not the case that the mechanisms of our alleged mass culture are all 
geared to enforcing meretricious standards of excellence, or that there 
is today a decreasing number of opportunities for men to cultivate 
their individual talents. The evidence seems to me overwhelming 
that the growth of scientific intelligence has helped to bring about 
not only improvements in the material circumstances of life, but also 
an enhancement in its quality. 


HUMANISTS NOT IMMUNE TO PROVINCIALISM 


However, the pursuit of science is not the only dimension of human 
experience; and if thorough exposure to the discipline of science is es- 
sential for the development of a liberal intelligence, competent famil- 
larity with the subjects traditionally classified as the humanities is no 
less essential. The values implicit in the study of the humanities are 
too well known to require extended comment. Their study acquaints 
us with a range of human aspirations and passions to which we can be 
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strangers only if we remain provincial members of the human race; 
they transmit to us visions of human excellence that have stirred men 
throughout the centuries and that make men kindred spirits despite 
accidents of birth and circumstance; and they make us conscious of 
our cultural heritage, and so potentially more discriminatingly aware 
of its virtues and limitations. There is therefore no inherent incom- 
patibility between the liberal values implicit in the study of the 
sciences and those fostered by the humanities. 

Nevertheless, those professionally concerned with the disciplines 
known as the humanities often display a snobbish traditionalism, a 
condescension toward everything modern, and an impatience with the 
critical standards of scientific thought. There have been professed 
humanists whose enthusiasm for the aqueducts of ancient Rome had 
no bounds but for whom contemporary systems of water supply were 
undeserving of a cultivated man’s serious interest. There are self- 
proclaimed humanists who are profoundly affected by the tragic hero- 
ism of the Spartans at Thermopylae but whe dismiss the Warsaw 
uprising against the Nazi oppressor as merely a sordid incident. There 
are humanists who claim a special kind of truth for knowledge about 
human values and who reject as sheer presumption the view that 
ordinary canons of scientific validity are pertinent for assessing the 
cognitive worth of moral insights. Needless to say, I am not suggest- 
ing that attachment to the classical tradition of humanistic thought 
is invariably associated with the narrowness of spirit some of these 
attitudes exhibit. However, the fact that they are sometimes mani- 
fested suffices to show that professional scientists have no monopoly 
on snobbery and provincialism, and that training in the humanities 
does not insure breadth of perspective. 


DO THE HUMANITIES COMMAND A SPECIAL TYPE 
OF KNOWLEDGE? 


SINCE THE CLAIM that the humanities represent a distinctive mode of 
knowledge is a frequent source of antagonism between scientif- 
cally oriented thinkers and spokesmen for the humanities, I must 
deal with it briefly. The claim seems to me to rest partly on a misun- 
derstanding of what is covered by the label “scientific method,” partly 
on a confusion of knowledge with other forms of experience, and part- 
ly on what I regard as a mistaken belief in the efficacy of human reason 
to establish absolutely certain and necessary truths about empirical 
subject matter. I have already indicated that the label cannot signify 
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either a set of rules for making discoveries or the use of certain special 
techniques in conducting inquiries. In any case, I am in full agree- 
ment with those who maintain that in general distinctive subject mat- 
ters require distinct modes of investigation; that the techniques em- 
ployed in the natural sciences are not paradigmatic for the study of 
human affairs; and that though there are physical, biological, and 
sociopsychological conditions for the occurrence of preferences and 
valuations, warranted judgments about moral ideals cannot be de- 
duced simply from statements about those conditions. 

The disciplines constituting the humanities in some cases supply 
instruction that is no different in kind, though it is different in specific 
content, from the knowledge obtained in various special areas of nat- 
ural science. This is patently the case for history and biography, and 
for much descriptive literature about the habits, customs, and aspira- 
tions of men. The factual claims of such literature must obviously be 
tested by reference to the available evidence. Though standards of 
proof in these inquiries into human affairs may be less stringent than in 
other areas, cognitive claims are warranted through the use of logical 
canons common to all discursive thought about empirical subject 
matter. On the other hand, there are other humanistic disciplines, 
among them poetry, painting, and music, that are sometimes alleged 
to be sources of a special kind of knowledge, to which the canons of 
scientific method are said to be irrelevant. Now undoubtedly these 
disciplines can be instructive in ways different from the way discur- 
sive thought expressed in propositional form is instructive. They can 
provide objects for reflection and perception; they can acquaint us 
with works of imagination that develop our sensibilities and heighten 
our powers of discrimination; they can present us with patterns of 
sound, color, and rhythm that evoke, intensify, and discipline emo- 
tional responses; and they can confront us with embodied visions of 
human virtue and human destiny. These are all important and in- 
structive forms of experience. But since nothing is stated by these ob- 
jects in propositional form, in no intelligible sense can they be re- 
garded as conveying truth or falsity. They are therefore not sources 
of a special kind of knowledge, though they may be occasions or sub- 
ject matters for knowledge. They appear to be competitors of, or 
alternatives to, the knowledge that is the product of scientific method 
only because, by failing to make or heed needed distinctions, every 
form of experience is confounded with that special form that consti- 
tutes knowledge. 
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Men who are equipped by native endowment and training to be 
successful investigators in one area are usually not equally successful 
in other areas. In any event, the capacity for making contributions to 
moral enlightenment is not uniformly distributed; and insofar as hu- 
manists are capable conservers and purifiers of the conscience of man- 
kind, they require powers of moral imagination and insight that are as 
specialized as are the powers of imagination and insight into physical 
processes that the competent physicist must possess. However, as has 
already been argued, imagination and insight are not sufficient for 
establishing a cognitive claim, whether in morals or in physics. For 
insights must be tested. In a manner analogous to the procedure in 
physics, a test of a moral insight consists in the dialectical elaboration 
of the hypothesis that is the content of the insight; the comparison of 
the consequences of the hypothesis with alternative assumptions and 
with empirical data relevant to the problem initiating the moral delib- 
erations; and finally, the evaluation, in the light of the evidence, of 
the adequacy of the hypothesis as a solution of the moral problem. 
Those who reject this procedure as not suitable for the adjudication of 
moral issues, and who also reject authoritarian justifications of moral 
judgments, attempt to validate moral principles by appealing to an 
alleged rational intuition of their necessary truth. This is not the 
occasion for examining any of the complex issues r.';ed by this con- 
ception of moral knowledge. But I do not think the conception is 
tenable, among other reasons because the assumption that we can 
intuit the truth of moral principles is belied by the historical fact that 
men have claimed intuitive certainty for incompatible moral princi- 
ples. Accordingly, though there are as many distinct true statements 
as there are situations about which predications can be made, there 
are not several kinds of truth, and there is only one reliable method for 
establishing claims to truth. In short, the contention that the human- 
ities employ a distinctive conception of truth and represent a mode of 
knowledge different from scientific knowledge seems to me to be the 
consequence of a failure in analysis. 


IV 


I HAVE ALREADY indicated what I take to be the humanistic values 
fostered by science. Finally, I want to suggest briefly how some of 
these values might be conveyed through the teaching of scientific 
subjects. I venture to do this despite the grave disadvantage of my 
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never having taught a science, because science is too important to be 
left to the concern only of scientists. The prospects for a liberal society 
depend upon the teaching of science as part of a liberal education that 
is dominated neither by a narrow utilitarianism nor by a comparably 
myopic professionalism. We cannot afford the folly of killing the 
goose that lays the golden eggs. Whatever be the urgencies of foreign 
or domestic politics, we must not institute a system of science educa- 
tion whose primary aim is to prepare students for careers in applied 
science. We must aim also to develop capacities that will contribute to 
the advance of basic experimental and theoretical knowledge on the 
entire front of disinterested love of learning. But above all, some- 
where in their education we must equip the future laymen in science, 
as well as the future engineers and the future pure scientists, with 
mature conceptions concerning the nature of the scientific enterprise 
and the logic of scientific inquiry. 

My main suggestion is that the liberal values of science can be best 
exhibited by teaching science with a strong emphasis upon methodo- 
logical issues. I most certainly do not mean by this the institution of 
courses in the methodology of science, separate from or in lieu of work 
in the substantive materials of the sciences. Such courses, though 
they have a place in the curriculum, convey little to those unfamiliar 
with the substa:' tive content of the sciences. I do mean that the sub- 
stantive materials of a discipline should be so presented that the 
logical principles controlling the analysis, the organization, the valida- 
tion, and the modification of scientific statements are kept in full view, 
and that the findings of the sciences are exhibited as the products of a 
creative but critical intelligence. 

This is not the occasion for entering into details or illustrative ap- 
plications. But I want at least to mention the major methodological 
and philosophical points I would like to see stressed. 


THE IMPORTANCE OF METHOD 


THE STUDENT should be disabused of the common misconception 
that a routine collection of bare facts is either the beginning or the 
goal of scientific inquiry. Emphasis therefore must be placed on the 
theoretical motivations that underlie the gathering of empirical data, 
upon the selective character of observation and experiment, and upon 
the need to analyze and interpret the primary data of observation be- 
fore they can be admitted as significant fact. Moreover, the student 
should be made to recognize that the concepts to which he is intro- 
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duced in general have not been obtained by a process of simple ab- 
straction from empirical data, but that they are intellectual creations, 
often suggested by the data, and are the products of a constructive 
imagination. Accordingly, the structures and functions of scientific 
concepts need special attention, and the logical as well as overt opera- 
tions that relate concepts to crude experience must be discussed. In 
view of the increasing role that quantitative notions play in modern 
natural and social science, the logic of measurement and the major 
types of quantitative measures occurring in a given discipline deserve 
particular consideration. The student should be made aware that the 
introduction of quantitative distinctions is not a denial of qualitative 
differences, but on the contrary is a means for identifying such differ- 
ences in a more discriminating manner than is customary in everyday 
affairs. The chief objective of these methodological emphases is to 
make explicit that science is not a mechanical routine, and that even 
on the most elementary levels of achievement it involves the use of a 
disciplined but sophisticated imagination. 


THE FUNCTION OF THEORY IN SCIENCE 


A SECOND GRouP of considerations to which attention needs to be 
given is directed to the various ways in which the materials of a sub- 
ject matter are organized and explained. The student should come to 
understand that natural history is not natural science, and he should 
be taught to appreciate the difference in this respect between, say, 
classificatory botany and genetics. Here again the realization should 
be enforced that those systems of explanatory assumptions we call 
theories are not extracted from empirical data, that they are not in- 
ductive generalizations or extrapolations from the observed facts, 
and that they are indeed free creations of the mind. On the other 
hand, it should be made clear that theories are not just arbitrary in- 
ventions, and that they must meet a variety of conditions to be satis- 
factory. Accordingly, attention needs to be given to the function of 
theories both as guiding principles for further inquiry and as unified 
systems of explanation and prediction. It is essential in this con- 
nection to note the limitations of a crude empiricism and to stress the 
intellectual and practical advantages that follow from theories that 
enable us to subsume under a few principles a vast array of apparent- 
ly disparate facts. Furthermore, the student should be enlightened 
on what really takes place when a theory, initially adopted to account 
for a limited range of qualitatively similar materials, eventually ab- 








The Place of Science in a Liberal Education 73 


sorbs into its scope of application qualitatively quite different phe- 
nomena. Such extensions of theories occur repeatedly in the history 
of thought, and they effect important unifications in our knowledge. 
But such unifications are often construed to signify that science has 
somehow managed to diminish the qualitative variety of nature and 
to show that what was previously believed to be a genuine part of 
reality is actually only a sham. In consequence, science comes to be 
conceived as a form of black magic, which destroys the distinctions 
upon which men’s daily lives are based, converts the world into an 
alien mystery, and makes incoherent the procedures of science itself. 
Surely one thing a student ought not carry away with him from his ex- 
posure to science is the belief that the universe becomes less intelli- 
gible the more science advances. 


SCIENCE AS THE DISCIPLINE OF JUDGMENT 


FrvaLty—and this seems to me of greatest importance—the sub- 
stantive materials of every science should be so expounded that the 
student acquires a habitual sense of the difference between competent 
and doubtful evidence, and between well-grounded conclusions and 
those that have a precarious foundation. The basic ideas of the logic 
of sampling procedure and the rationale of experimental control 
groups must therefore be brought home to the student, not simply in 
abstract formulation but as essentially involved in the materials pre- 
sented to him. It thus should become clear to him that cogent evi- 
dence must be differentiating between alternative proposed solutions 
to a problem; that the mere agreement of a given hypothesis with 
empirical data does not constitute a sound basis for accepting the 
hypothesis; and that unless evidence is produced and analyzed with 
a view to determining what alternative assumptions are compatible 
with the facts, one has not even begun to think scienuu.u!ly. It is not 
an unreasonable conjecture that if these elementary but basic points in 
the logic of proof were transmitted through the teaching of science, 
there would not be such a dishearteningly large number of victims 
to specious claims and preposterous intellectual fads. But however 
this may be, the student should also become aware that evidence can 
have different degrees of probative force, depending on the composi- 
tion and the mode of obtaining the evidence as well as upon the char- 
acter of the conclusion the evidence is used to support. Accordingly, 
no one has received an adequate education in science who does not 
realize not only that science does not claim definitive finality for its 
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conclusions, but also why such claims cannot be made. Those who 
acquire such a realization also understand the nature of the continu- 
ing critical reflection that is essential to scientific inquiry. 

Let me add that such methodological emphases in the teaching of 
science can be achieved only at a price. A large fraction of the price is 
that courses in which such emphases are integral features cannot be 
encyclopedic compendia of whatever might be useful for a profes- 
sional career in science. Some traditional substantive materials must 
therefore be eliminated, although I am convinced it can be done with- 
out serious loss, if the remainder is to be effectively presented with a 
stress on those traits that distinguish science as a method of inquiry. 
But that price is not too high for the teaching of science that contri- 
butes vitally to a liberal education. 

















Education and Its Proper 
Relationship to the Forces of 
American Society 


ARTHUR BESTOR 


“IN ITS EDUCATION, said Admiral Rickover, paraphrasing Lord 
Haldane, “the soul of a people mirrors itself.” 1 A mirror, one must re- 
member, is undiscriminating. It reflects the good and the bad, the 
beautiful and the ugly, with crystalline impartiality. Education is 
such a mirror. Defects in education are never causeless, they are re- 
flections of weaknesses and shortcomings in the national life. This is 
a hard truth to accept, but a truth nonetheless. The danger lies in con- 
fusing explanation with justification. Because racial discrimination 
can be explained historically—because it is a reflection in the realm of 
ideas of an existing social situation—is no reason for viewing it in any 
other light than as an abomination. So with defects and weaknesses 
in American education. To explain them is not to condone them. A 
vice does not become a virtue simply because its origins are discover- 
able. 

Fatalistic acceptance of weaknesses in education is equally unwar- 
ranted. The educational system is influenced, but not determined, by 
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social forces. Of all the institutions of society (except possibly re- ; 


ligion), education enjoys the greatest measure of autonomy. This is | 


a precious autonomy, to be defended with unremitting tenacity, to be 
enlarged whenever and wherever the opportunity offers. The in- 
dependence of education from social pressures must be defended 
not merely for the sake of education but primarily for the sake of 


society. Education is almost the only force within society that is cap- | 


able, in some measure, of altering society. Its power in this respect 
can easily be exaggerated, and can even be crippled by such exaggera- 
tion. Professor George S. Counts’ famous question, Dare the School 
Build a New Social Order? ? is as absurd as would be the question, 
“Dare Archimedes move the earth?” Neither is a matter of daring. 
The question is whether one can find a fulcrum outside society on 
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which to rest the lever that might move society. Education has no- 
such fulcrum. On the other hand, it is not absurd to suppose that edu- 
cation, working within society but retaining its power to discriminate 
among the purposes that society presses upon it, can bring about 
changes effective not only within the schoolroom but also, gradually 
and cumulatively, throughout society itself. 

Education, if we would be realistic, is a minority force among the 
forces of society. Peculiarly applicable to education, therefore, is a 
pregnant sentence of Thoreau’s: “A minority is powerless while it con- 
forms to the majority; it is not even a minority then; but it is irresistible 
when it clogs by its whole weight.” * The school and the college have 
an obligation—to society— to clog by the friction of their resistance 
those movements in society that tend toward intellectual and cultural 
degradation. This requires not daring but will, a less spectacular 
virtue but one that is perhaps more truly heroic. 

American education has been shaped to its present form by the 
forces in American society, forces that have been largely unresisted or 
even perversely reinforced. It can be reshaped by sternly resisting 
certain of these forces and by deliberately enhancing the strength of 
others. American education must be so reshaped if the United States 
is not to follow the path of degeneration blazed by other nations that 
in the past have complacently cherished their vices equally with their 
virtues, from a cozy feeling that both were their very own. The duty 
of American educators is to make the discriminations that are neces- 
sary if social forces are to be so directed as to revitalize American edu- 
cation, and, through education, American society. This is the sum of 
my argument. 


THE THREE AREAS OF CONCERN 


IN THE LAST analysis, there are three areas of such great concern 
both to young people and to society that every organized community 
provides some form of deliberate, self-conscious training for them. 
First of all, in even the most primitive society there is training for the 
practical tasks on which the livelihood of all depends. In the second 
place, every society provides elaborate means for indoctrinating its 
young members in the mores of the society, for transmitting to them 
its cultural traits and its ethical system. In the third place (though 
perhaps only in societies that we can call civilized ), deliberate train- 
ing is provided in the use of the intellectual tools that the civilization 
has developed: reading, writing, and arithmetic, at the lowest level; 
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logic, history, mathematics, science, art, philosophy, and the like, at 
higher levels. Until recent times, sucl: training, in contradistinction to 
training of the first two kinds, has been provided only for a minority. 
Today universal literacy, the simplest index to the prevalence of at 
least rudimentary intellectual training, has become the accepted ideal 
of virtually every society and the actual achievement of most. 

Each of these three kinds of training is closely related to one or 
another institution or group of institutions in society. This relation- 
ship can be labeled “traditional,” but the fact that it became tradi- 
tional is simply a consequence of the fact that it is in logic, and has 
proved to be in experience, a functional relationship. 

Training in practical skills is obviously related to the economic in- 
stitutions of society. This functional relationship takes its most nat- 
ural form in the system of apprenticeship, a system of “learning by 
doing.” Apprenticeship, whether called by that name or not, can 
extend, and does extend, from the level of unskilled labor to the most 
complex professions. The physician’s internship in a hospital is per- 
haps the best example of the latter, and is a proof that the essential 
principle is neither obsolete nor likely ever to become so. Where the 
problem is one of applying specific techniques in definite practical 
situations, the skill involved can be learned in no better place than on 
the job. To try to teach “know-how” in a schoolroom is to substitute 
a woefully inefficient and unrealistic procedure for an efficient and 
realistic one. As occupations and professions become increasingly 
complex, of course, more and more of the things that must be learned 
are transferred to the classroom. But the training that is so transferred 
is not—or should not be—training in “know-how,” but training in the 
intellectual components of the profession, that is to say, the scholarly 
and scientific disciplines underlying it. 

The second form of deliberate training undertaken by every society 
—indoctrination in the attitudes, customs, and standards of the cul- 
ture—is associated, functionally as well as traditionally, with the fam- 
ily in the first instance, with religion in the second, with the institu- 
tions and ceremonies of the organized state in the third. This great 
category of training includes instruction and exhortation on such 
diverse matters as loyalty, the relations of the sexes, the norms of per- 
sonality, morality in all its varied significances, acceptable conduct 
within a group and among groups, customary procedures and cere- 
monies, hierarchies of value—the list could be endless. Powerful 


group emotions are associated with all these things, powerful taboos 
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exist, powerful forces can be unleashed against those guilty of devia- 
tion or even of criticism. Lapses in social conditioning can occur, of 
course, and even occasional breakdowns of social control. But it is 
naive in the extreme to imagine that the agencies of society that 
operate in this realm are weak, helpless, or ineffectual. In fact, they 
marshal the most powerful forces that can operate upon the mind and 
spirit of man. 

We have considered two of the processes of deliberate training that 
go forward in any society: job training and social conditioning. There 
remains a third. I would prefer simply to call it “education,” but the 
word has been thoughtlessly extended to the other types of training 
too often for one to hope that it can still retain a distinctive meaning. 
Let me, then, characterize the thing of which I speak as liberal educa- 
tion, or training in the scholarly and scientific disciplines basic to 
intellectual life. That there is such a thing as intellectual training, that 
it is distinguishable from job training and social conditioning, that it 
has a purpose, and that this purpose is important—these are proposi- 
tions that I find it necessary to defend in certain circles. Allow me to 
assume that I need not argue them here, but that I may proceed at 
once to examine the institutional provision that is made for intellec- 
tual training. 


INTELLECTUAL TRAINING THE DISTINCTIVE FUNCTION 
OF THE SCHOOL 


THE AGENCY provided by society for this particular purpose is 
obviously the educational system. The functional relationship be- 
tween intellectual training and the educational system is incompara- 
bly more direct than is the relationship between the other kinds of 
deliberate training and the social institutions that are providing such 
training. The school, the college, and the university were created to 
perform a specific and recognized function. Their facilities and tech- 
niques—classrooms, libraries, and laboratories; recitations, lectures, 
seminars, and examinations—were designed and developed for the 
particular purpose of intellectual training. To enable the school to 
carry out any other function, it must be altered and adapted, and its 
performance in the new role is usually haphazard, fumbling, and de- 
fective. Moreover, if intellectual training is pushed aside or neglected 
by schools and colleges, society is thereby impoverished of intel- 
lectual training, because it possesses no other resources, no other 
agencies, no other techniques for making up the loss. That the 
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primary function of the educational system is to furnish intel- 
lectual training is as completely self-evident as any statement that can 
possibly be made about the function of a social institution, whether 
one approaches the matter from the point of view of logic or history 
or sociology. 

The distribution of functions that I have described is never more 
than approximate, of course. Most institutions perform, in an inciden- 
tal and indirect way, functions that belong primarily to institutions of 
another sort. Illustrations are easy to find. Thus business and in- 
dustry, not only in the “breaking in” of employees but also in the de- 
ployment of advertising, attempt a good deal of social indoctrination, 
particularly in what are held to be the “economic virtues.” The home 
carries on a good deal of vocational instruction and also a good deal of 
intellectual training. The school, even in its strictly academic work, 
maintains, and therefore helps to inculcate, the ethical standards of 
the surrounding culture, whenever issues involving these standards— 
for example, the matter of honesty in examinations—arise in the class- 
room. In providing the intellectual foundations for professional work, 
moreover, the school at times cannot avoid crossing the line that 
theoretically separates intellectual training from apprenticeship. A 
blurring of lines, in the degree which these examples represent, is 
both natural and inescapable, and it raises no question worth 
discussing. 

Problems of tremendous magnitude, however, are created by any 
wholesale transfer of functions from one group of social institutions 
toanother. The problems are particularly acute when one specialized 
societal agency suddenly projects its power over areas of social con- 
cern formerly the responsibility of other agencies, displacing the latter 
and integrating their functions into its own enlarged structure of con- 
trol. Such a situation is characteristically a revolutionary one, as when 
the church in effect takes over the state to create a theocracy, or when 
the state absorbs into itself the psychic potencies of the church to 
create an integral religion of nationalism, or when the business com- 
munity captures the instruments of government to create an oligarchy, 
or when government seizes control over industry to create a commu- 
nistic regime. These are extreme historical instances, no doubt, but 
they are suggestive. At the very least, they raise the question whether 
the wholesale transfer of social functions, in any given instance, is in 
fact necessary, justifiable, and beneficent. The mere fact that such a 
trarsfer results from—can only result from—insistent social pressures 
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does not prove the inevitability of the development, and certainly 
furnishes no answer whatever to the question whether the change 
represents progress or degeneration. 


THE CURRENT ATTEMPT TO EXPAND THE FUNCTIONS 
OF THE SCHOOL 


AN ENORMOUs and rapid extension of the functions or supposed 
functions of the public schools is so obvious a fact in contemporary 
American education that I do not suppose the point calls for elabo- 
ration or demonstration. Those who most vigorously oppose the point 
of view I take on educational policy do not deny this expansion of 
scope; indeed they acknowledge it and take pride in it. One of the 
most influential statements of the function of the public school—a 
statement so authoritative that future teachers are sometimes required 
to learn it by rote—begins and ends with the following sentences: 
Youth have specific needs they recognize; society makes certain require- 
ments of all youth; together these form a pattern of common educational 


needs. . . . It is the Job of the School to Meet the Common and the 
Specific Individual Needs of Youth.+4 


The “needs” that are particularized (in the ten points that make up 
the body of the statement ) include those forms of training that I have 
described as job training and social conditioning. The responsibility 
of the school, in other words, is supposed to extend to all the areas in 
which society has customarily furnished some form of deliberate 
training. The threefold differentiation I have offered is considered 
inappropriate to modern, democratic educational thinking. 

This concept of the school as possessing a comprehensive and virtu- 
ally unlimited social responsibility is itself a social concept, the prod- 
uct of social forces that can be traced historically. To trace them, 
however, is not the primary task, because explanation is not justifica- 
tion. There is no reason to believe that the social forces that produced 
this concept of the school were irresistible forces. The development 
of education in other countries seems to show that forces working in 
this particular direction can be resisted, if one wishes to resist them. 
And those who defend the American concept of an indefinitely 
extended responsibility for the school do not argue that the United 
States was obliged to accept this view of the school, but that the 
nation was wise to accept it. 

Whether the choice was—and is—wise remains the central question. 
Is it really necessary or desirable for the school to expand its responsi- 
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bility in this matter? In fact, is the school capable of discharging such 
extended responsibility? Can it perform the tasks involved without 
fatally neglecting its primary social obligation—that of providing 
intellectual training? 


THE TIME BUDGET OF AMERICAN EDUCATION 


THE QUEsTIONS I am asking have reference to the curriculum of 
the school—the organized course of study conducted in the classroom 
and directed by the teacher. Young people are under the supervision 
of the school for certain hours in addition to those for which class- 
room work is scheduled. During these hours, many kinds of activities 
can be carried on and, if necessary, can be required: athletics, debate, 
shopwork, cooking, driver training, and so on. These are extracurric- 
ular activities. They are highly desirable, and in planning them the 
distinctions I have made between job training, social conditioning, 
and intellectual training have no particular relevance. In its extra- 
curricular activities, the school may properly cater to any of the “felt 
needs” of young people. It may consciously undertake to foster and 
advance social purposes broader than those of intellectual training. 
Through its extracurricular activities, indeed, the school can often be 
extremely effective in redirecting the energies of young people, which 
otherwise may take an erratic course. The most traditionally minded 
educators have always recognized the importance of extracurricular 
activities in shaping the characters of young men and women. “The 
Battle of Waterloo,” Wellington is supposed to have said, “was won on 
the playing fields of Eton”—the playing fields, be it noted, not the 
classrooms. Other kinds of battles, perhaps more important, were 
won in the latter. No one, I believe, has ever suggested that Eton 
should shut up its classrooms and turn the whole day over to sports. 

The dominant educational philosophy in the United States today, 
however, repudiates this distinction between curricular and extra- 
curricular activities. Its spokesmen are not saying, as I have just said, 
that the school can assume responsibility for vocational training and 
social conditioning in such hours of a student's time as the school may 
happen to control outside the regularly scheduled classroom periods. 
They are saying that the school as part of the curriculum should 
undertake to accomplish wide-ranging social objectives in addition to 
intellectual training. For great masses of students, this philosophy 
asserts, the pursuit of such other objectives may properly replace 
intellectual training. 
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This philosophy closes its eyes to the fact that the American public 
school is a day school. Students are under the supervision of the 
school for no more than half (and usually much less than half )of each 
waking day, for only five days out of each week's seven. During the 
greater part of his conscious life, a student is under the influence of— 
within the sphere of control of—other institutions of society, upon 
which responsibility also rests. There must be a distribution of func- 
tion among the agencies of society because there is a distribution of 
time among them. The school has responsibility for part of a child’s 
upbringing because it controls, by law, part of his time. Which part of 
the child’s upbringing, given this distribution of function, is the pecul- 
iar and inescapable responsibility of the school? 

This question does not arise in a residential or boarding school, of 
which Eton is an example. Here the school is responsible for the en- 
tire life of the young person in its charge. The school stands in loco 
parentis, exercising the authority and assuming the responsibility of 
the home. It usually sponsors religious services and provides for 
religious guidance, thus making itself the channel through which the 
church performs its functions. In such a situation, the influence of 
every social agency except the school is suspended, and the school not 
only can but must assume responsibility for every variety of deliberate 
training that is provided. Significantly, schools of this kind invariably 
preserve inviolate the distinction between curricular and extracurric- 
ular activities, a distinction that is theoretically far less necessary for 
them than for day schools. That such schools believe no good purpose 
would be served by abandoning the distinction is a telling argument 
against permitting the distinction to be broken down in day schools, 
public or private. 

The formal classroom periods scheduled by a day school are rough- 
ly equal in number to the classroom periods scheduled by a residential 
school. A student can expect to receive an equivalent education in 
either school if the classroom periods in both are devoted to serious 
intellectual training, and if the day school insists upon homework 
equal in amount to the work done in the study periods that a residen- 
tial school sets aside in the evenings and on week ends and holidays. 
To the extent that a day school falls short of requiring this, to that ex- 
tent its students are receiving an inferior education. If the day school 
—specifically the American public school—is to undertake vast pro- 
grams of social conditioning, at the same time it must demand from 
society the additional allotments of student time, as well as the ad- 
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ditional allotments of money, necessary to carry out such programs. If 
the school is to take over the responsibilities of the home, for instance, 
it must take time away from the home life of the student and must be 
vested with the disciplinary authority of the home. A strong argu- 
ment could be made for creating in the United States a large number 
of full-time residential schools, in which public funds would provide 
both subsistence and tuition for the students enrolled. Such schools 
would be capable of assuming the responsibilities that American edu- 
cationists are talking about. But educationists are not urging the crea- 
tion of such schools. They are asking the public day schools to assume 
these wide-ranging responsibilities, without providing the appropri- 
ate means and the indispensable time for doing so. Their proposals 
involve not the expansion of extracurricular activities to embrace 
most of the rest of a student’s day and most of his evening and week- 
end hours, but the replacement of much of the academic curriculum 
by activities of another sort. I wish to discuss the argument that a 
development of this particular kind is necessary and desirable. 


IS THE ALL-PURPOSE SCHOOL A NECESSITY? 


Do THE socieTAL needs of the present day call for an indefinite 
extension of the functions and responsibilities of the school—an exten- 
sion that would involve remaking the curriculum? One cannot answer _ 
by pointing to the many problems of present-day society that are not 
being adequately met. In every era the existence or emergence of 
social problems that are not being adequately met is the principal 
dynamic force producing changes in the structure of society as a 
whole and in each of its various institutions. 

The adequacy with which emergent social problems are handled 
by any society depends largely upon the appropriateness of the agen- 
cies that are developed to meet them, the exactitude with which the 
means devised are adapted to the ends in view. To take a simple illus- 
tration, the discontent engendered by maldistribution of wealth can 
be met in several different ways: by increasing the police force of the 
state to repress disorders; by violently altering the social order 
through revolution; by strengthening the otherworldly emphasis of 
organized religion to produce greater psychological contentment 
(“You'll get pie in the sky when you die,” sneered the old Wobbly 
song); by increasing productivity through technological change; by 
altering the incidence of taxation; by enacting minimum-wage laws 
and other welfare legislation; by developing the agencies of collective 
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bargaining, especially trade-unions. Each of these methods is ob- 
viously capable of producing some change in the given societal situa- 
tion. In terms of desirability and long-run effectiveness, however, 
there are obviously marked differences between the various possible 
programs of action. 

Some proposals represent the creation of appropriate agencies, 
some merely the seizure of power by existing but inappropriate ones. 
This latter point is important. A struggle for power is always in- 
volved, however concealed by professions of altruistic benevolence. 
Those who aspire to direct the process of social adjustment—whether 
government officials or members of the clergy or union leaders or 
school authorities—are rival parties in interest. Each is predisposed, 
consciously or unconsciously, to interpret the existence of social prob- 
lems as a call to enlarge the functions of the institution with which he 
is immediately concerned. Skepticism with respect to these conflict- 
ing claims is the only safe attitude for an independent citizen. 

The argument that the public day school in twentieth-century 
America must assume responsibility over wide-ranging areas of social 
concern apart from intellectual training is, at bottom, an argument 
that other agencies of society are not capable of, and cannot be made 
capable of, dealing with the problems involved. This argument I find 
completely unconvincing. 


JOB TRAINING NO BUSINESS OF THE SCHOOLS 


So FAR AS job training is concerned the argument verges on the 
preposterous. Never before has industry itself provided such com- 
prehensive programs of on-the-job instruction at every level from the 
most elementary manual skills to the most complex technological and 
managerial ones. The armed forces do the same. On the other hand, 
never before has the high school been less fitted to provide such skills, 
and this by reason of two quite obvious developments. In the first 
place, extreme specialization has created a diversity of occupations 
impossible for any school curriculum to encompass. In the second 
place, the mechanical equipment and the technical processes con- 
nected with the modern assembly line are far too complex, special- 
ized, and costly for any school to reproduce even in miniature; hence 
the instruction given on the simple and outmoded equipment of even 
the best-equipped high school shop is pathetically unrelated to the 
“real-life” situations presented by an up-to-date factory. 

Roughly the same situation obtains in matters connected with the 
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home. Manufacturers of household appliances provide elaborate in- 
structions for their use, and some (such as sewing machine com- 
panies ) offer extended courses of personal instruction. Most make 
some provision for installation and service. Popular magazines pro- 
vide detailed recipes and instructions in the use of prepared food- 
stuffs and in the elegancies of home entertainment. It is true that the 
modern home offers less instruction than the home of a few genera- 
tions ago in spinning, weaving, sewing, baking bread, laundering, and 
ironing. Few youngsters know how to harness a horse or milk a cow. 
This proves that household activities have changed, not that the home 
has lost the art of imparting practical skills to the young. The home 
has never been perfectly successful in passing on the household arts, 
of course; but the assumption that it has become or is becoming less 
effective in passing on the arts that are actually used is unsupported 
by any substantial evidence. 

Modern developments in industry and in home management have 
made the school an obsolescent instrument for vocational instruction. 
At the same time, the rising technological level of actual industrial 
operations, and even of actual household processes, has created a 
sharply increasing demand for precisely those intellectual skills that 
the school is particularly designed to impart: reading, mathematics, 
scientific understanding, and the rest. The English classroom, the 
chemistry laboratory, and the blackboard covered with mathematical 
symbols are the “functional” parts of a school today, not the wood- 
working shop and the homemaking room. These latter, quaint sur- 
vivals from a simpler age, have considerable extracurricular value, but 
that they are necessary to sustain a modern technological economy is 
sheer fantasy. 


THE PERILS OF SOCIAL CONDITIONING 


THE WHOLESALE extension of the public day school’s responsibility 
over the realm of training that I have described as “social condition- 
ing’ is fraught with even graver dangers and is based upon 
equally dubious premises. Particularly dubious is the assumption 
that in the contemporary world the varied and pervasive forces that 
operate in any society to produce social cohesion, conformity to the 
mores, and loyalty to accepted institutions have been all but fatally 
weakened. Because of this collapse, the argument runs, young men 
and women are not being adequately adjusted to life, and the school 
must step into the breach by offering, in addition to job training and 
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intellectual training, comprehensive programs of “life-adjustment” 
education. 

This represents, in my judgment, a completely unrealistic appraisal 
of the strength of the forces that operate in this realm. Not only are 
they powerful to begin with, but their pressure is being constantly 
augmented as the new devices of mass communication are pressed 
into service. The possible omnipotence, not the imagined insufh- 
ciency, of the forces devoted to social conditioning ought to concern 
thoughtful men and women, most of all those engaged in education. 
In the nature of things, training in this realm is basically training in 
conformity. Law and order rather than devotion to principle, friction- 
less personal relationships rather than rationality, acceptance of 
group decisions rather than basic integrity of mind—these are the ef- 
fects sought after ( perhaps the only ones that can be sought after) by 
impersonal agencies of social control. No leaven of criticism lightens 
this heavy mass; creativity of mind is not an asset but an annoyance; 
dissent is not a virtue but a stumbling block. 

The glowing spark of intellectual independence, which social con- 
ditioning is most apt to quench, can be kept alive in the school if the 
development of critical intelligence remains its overriding objective. 
Freedom to think—which means nothing unless it means freedom to 
think differently—can be society’s most precious gift to itself. The 
first duty of a school is to defend and cherish it. This means resistance 
to the pressures for social and cultural conformity wherever they may 
arise. Church and state are less menacing to intellectual freedom in 
America today than are the anonymous forces in the community that 
insist on like-mindedness, on “belongingness” and “togetherness,” on 
the kind of “other-direction” that Riesman has described. 

Social conditioning or, “life-adjustment,” if undertaken by a public 
day school, can only mean reinforcement of these pressures. The situ- 
ation is quite different in a residential school. Such a school stands 
between the student and the immediate pressures of the community. 
The latter can be fended off, and the school can discriminate deliber- 
ately between the ideals it will foster and those it will repudiate as un- 
worthy. The social conditioning that such a school undertakes will be 
partly nonconformist; it will give its students some powers of “inner- 
direction” (to borrow Riesman’s distinction again), some ability to 
resist the seductions of “other-direction.” The public day school—sup- 
ported by taxes derived from the community, subject to immediate 
community pressure, recognizably an agent of local government and 

















Education and Its Relationship to Society 87 


of the state—lacks any such power to resist conformism, except by tak- 
ing the high ground that its proper task is to develop critical, inde- 
pendent, well-informed judgment by means of disciplined intellectual 
training. Not the indiscriminate molding of attitudes desired by the 
community, but the deliberate molding of a specifically intellectual 
attitude, is the function and the responsibility of a publicly supported 
day school in a society that wishes to preserve its vital freedoms. 

The adjustment to life that we must strive for through the school is 
the kind of adjustment that results from applying the varied resources 
and the developed powers of a mature and disciplined intellect to 
each successive problem as it arises. Adjustment in this highest sense 
is an outcome of education. It is not an outcome that can be reached 
by short cuts, by a miscellany of experiences, by playroom imitations 
of the mere externals of adult activity. “There is no ‘royal road’ to 
geometry, said Euclid to his sovereign, Ptolemy I. “There is no royal 
road to intelligent citizenship” is the message that educators should 
deliver to the sovereign people of today. Serious, sustained, system- 
atic labor, in libraries, laboratories, and classrooms, is the only way 
of producing educated men and women in the twentieth century, as 
in every preceding century. 


A REQUIREMENT OF DEMOCRACY 


SERIOUS, sustained, systematic study is the one way in a democracy, 
as it is the one way under a monarchy or an aristocracy. The crucial 
difference is that in a genuine democracy the school system provides 
this kind of intellectual training for all its citizens instead of for a 
selected few. If a nation permits something else to be substituted for 
intellectual training in the upbringing of substantial groups of its citi- 
zens, then it is no more democratic in its educational system than any 
other country that relegates part of its population to inferior status by 
furnishing that part with inferior education. Intellectual training for 
some of the people, vocational training and life-adjustment for the 
rest, is the epitome of a class-structured educational philosophy. 
Those who preach it in the United States are simply repeating the 
arguments that have been used by opponents of democratic educa- 
tion in every age and in every country. These opponents have always 
asserted, as frightening numbers of American educationists today as- 
sert, that the majority of men either have no need for serious intel- 
lectual training or are incapable of receiving it, and that for them 
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mere training for the job or for adjustment to life will suffice amply. 

How has it happened that a democratic society like the United 
States, committed to the democratization of education, has produced 
in the twentieth century an educational theory that is patently anti- 
democratic in its fundamental assumptions and its practical pro- 
posals? This is one of those historical developments, like the emer- 
gence of dictatorship out of a basically egalitarian revolution, that 
appear at first glance paradoxical but are nevertheless susceptible of 
historical explanation. 

A diffused anti-intellectualism is characteristic of any group and 
any society that is largely uneducated. Anti-intellectualism is a social 
force to be reckoned with in any historical period; it is a force of 
critical importance in any period of educational expansion or democ- 
ratization. How it is dealt with by those responsible for education 
determines the success or the failure of their efforts to develop an 
effective school system. 

The anti-intellectualism of which I speak is not necessarily a viru- 
lent hatred of intellectual values; it is more often a mere indifference 
to them. It ordinarily does not imply opposition to schooling as such; 
rather it involves contempt for the outcome of schooling. Though 
jealousy and class antagonism have something to do with anti-intel- 
lectual attitudes, the fundamental cause is ignorance itself. Unedu- 
cated men and women not only do not know, they do not know what 
it is they do not know. The outward results of possessing education, 
measurable in terms of wealth and prestige, are observed by them, 
but not its inner characteristics. In this view from the bottom, intel- 
lectual training often appears to be simply a particular form of job 
training, that is to say, training for well-paid and respectable jobs. It 
may even appear to be training in an arbitrary set of subjects to which 
completely artificial distinctions have been attached—a kind of pro- 
tective tariff imposed by the privileged classes to keep out possible 
competitors. 

The problem of extending education to groups and classes that have 
hitherto been deprived of it is, therefore, a twofold problem. It is not 
enough simply to provide schools. It is essential also to make per- 
fectly clear the precise purpose that schools are to serve. If funda- 
mental purposes are not defined and adhered to, anti-intellectualism 
may rush in to fill the vacuum, with the result that schools may be- 
come allies of the very thing that they were designed to eradicate, 
namely ignorance. 
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WHERE EDUCATIONAL RESPONSIBILITY LIES 


THE RESPONSIBILITY for defining the primary purpose of any in- 
stitution is a professional responsibility devolving upon those who 
already understand the matters with which the institution is to deal. 
Similar is the responsibility of the medical profession to define the 
purpose of a hospital, prescribing what it should do and what it must 
never consent to do, no matter what public pressure is put upon it. 
This is in no sense an attempt to dictate to the public; the latter can 
decide whether they wish to support schools or hospitals or not. The 
question is whether a professional man may permit the perversion to 
different purposes of an institution he is charged with defending. He 
has a professional obligation to combat every such destructive trend 
and to resign if he is defeated. 

Until the beginning of the twentieth century and somewhat beyond, 
social forces in the’ United States were effectively harnessed to the 
task of educational expansion and improvement because educational 
leaders translated the demands of society into terms appropriate to 
the school. Educational advancement ground to a halt when edu- 
cationists deserted the ideal of disciplined intelligence and accepted 
the fallacious notion that the character and content of school pro- 
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grams should be determined by the “felt needs”—that is, the immedi- | 
ate, uncriticized, short-sighted demands—of those in society who had — 


least comprehension of what education was for and how it accom- 
plished its ends. No wonder health departed, once medicines began 
to be prescribed not by the physician out of his knowledge but by the 
patient out of his ignorance. 

The institutions of any country are the product of social forces 
within it. These forces can be neither created nor extinguished, but 
they can be channeled and thereby controlled. This is the task of 
statesmanship. Educational statesmanship consists in directing the 
insistent demands of society into such channels that the intellectual 
needs of society, felt or unfelt, will be effectively met. By adhering 
firmly to the distinctions that educated men know to exist, by uniting 
the learned world in defense of standards, by giving academic recog- 
nition only to those who demonstrate intellectual achievement, edu- 
cators can use the vague and heedless desires of the ignorant them- 
selves as the motive power of a system that will dispel ignorance. The 
secret is to love the sinner but not his sin. 
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Education and the American Scene 


Joun L. Cuitps 


I SHALL BEGIN with three assumptions. First, organized education 
is the kind of enterprise in which factors of time, place, and culture are 
centrally important. The pertinence of this assumption has been 
freshly shown by the volume of criticism to which American educa- 
tion has been subjected since Soviet Russia pioneered in getting earth 
satellites into orbit. Henry Luce, for example, considered that this 
advance in Russia's science and technology justified the mobilization 
of the resources of his journalistic empire to promote a movement for 
the drastic reconstruction of American education. In other words, 
many who in theory contend that allegiance to eternal verities should 
supplant the concept of education as adjustment to changing life con- 
ditions show by their actual practice that they do not mean what they 
say. In my opinion, cultural evaluations are inescapable in all 
educational construction, and these evaluations will be made more 
effectually when they are made openly, with responsibility for what 
is chosen and rejected. 

Secondly, we have entered a period when world affairs should play 
a central part in the development of American educational thought 
and practice. I am in accord with those who hold that we are involved 
in a grim struggle in which the stakes are nothing less than the preser- 
vation of the values of democratic civilization, that the resources and 
power of our country are such that they will necessarily play a fateful 
part in this critical world situation, and that since this global struggle 
may last for decades, the kind of education our young now get in the 
public schools may have decisive bearing on the ultimate outcome. 
Good as our educational program has been, and recognizing that 
many of its present functions must be continued, it is nevertheless un- 
sound to assume that it can be “education as usual” for a generation 
that must serve literally as the trustees of the heritage of Western civi- 
lization. 

Thirdly, I assume that foreign and domestic affairs are so interre- 
lated that strength in the world sphere requires strength in the home 
sphere. The present world struggle is an ideological and propaganda 
struggle; it is also a struggle of rival world strategies and policies; but 
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it is most fundamentally a struggle between divergent patterns of hu- 
man civilization. Our cause will succeed or fail at this elemental level 
of civilizational character and response. It is from this perspective 
that domestic practices, including our educational practices, should 
be viewed and evaluated. 

Our country is involved in the kind of struggle in which we must 
possess the industrial and military power required to discourage 
Communist aggression. Yet we can achieve our supreme ends only as 
we are able to maintain a world situation in which it will never be- 
come necessary to make use of our ultimate means of destruction. In 
thus emphasizing the cultural and political aspect of the task, I do not 
imply at all that the territorial, the technological, the scientific, and 
the military aspects of the struggle are not important. Strength in 
these dimensions of the task is obviously of the first order of im- 
portance, and we should not let it be sapped by wishful yearnings for 
peace that are not robust enough to confront stubborn realities. I do 
suggest, however, that all these modes of carrying on the struggle are 
means that can contribute to the attainment of our basic ends only as 
they are governed by political, economic, cultural, and moral princi- 
ples and policies that have the tendency to strengthen the forces of 
freedom in all parts of the world—Communist as well as non-Commu- 
nist. 

It is from the standpoint of this divided and developing world situ- 
ation that we should view domestic policies and practices, including 
that cultural practice we call organized education. It is from this 
perspective that I have chosen four major educational problems for 
more detailed consideration: 

The problem of the future of the American common school; 

The problem of national unity and the segregated public school; 

The kind of school program now required for the education of our 
children; 

The schools and colleges of education and the future education of 
our teachers. 


1. THE FUTURE OF THE COMMON SCHOOL 


Topay there is wide recognition of the fact that the public school 
must enjoy more adequate financial support if it is to raise the stand- 
ard of the education our children receive. Students of taxation also 
consider it unlikely that this additional revenue can be secured by 
higher rates in the general property tax, the present main source of 
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local school funds. This means that federal aid to education is needed 
today, not only to equalize educational opportunity among the vari- 
ous regions and states, but also to provide the funds that are required 
to improve instruction in all parts of the nation. Thus far all attempts 
to pass a federal aid bill for the general support of education have 
failed. This failure is due to a number of factors, but the most impor- 
tant one is the inability of the supporters of organized education in our 
country to agree on the major purposes and provisions of a federal 
aid bill. These differences are deep because they involve the future 
of the American common school. 

As Cremin! emphasizes in his historical study, this common school 
was originally conceived as an institution that would serve American 
democracy by providing the young of all the component groups of our 
society an opportunity to live, study, and play together and thereby 
develop those appreciations, understandings, and allegiances that 
are the ultimate basis of our lives. He declares: 


Emerging out of the early life of the American nation the common 
school by 1850 had in its own right become a genuine part of that life, 
standing as a principal positive commitment of the American people. The 
essence of this commitment had come basically to center in certain funda- 
mental meanings: 

1. The common school was a school ideally common to all, available 
without cost to the young of the whole community. 

2. A common school was a school providing students of diverse back- 
grounds with a minimum common educational experience, the intellectual 
and moral training necessary to the responsible and intelligent exercise of 
citizenship. It was to avoid in its program those areas which in terms 
of conscience would prove so emotionally and intellectually divisive as to 
destroy the school’s paramount commitment to universality. 

3. A school common to all, teaching a body of materials necessary to 
all, was vital to the maintenance of a healthy Republic. In the primacy 
of this conviction rested the crux of the common school. 


The record shows that in state after state the response to the plan 
of a common school was immediate and positive. By 1850, Cremin re- 
ports, of the 3,644,928 enrolled in all the educational institutions of 
the country, no less than 3,354,011, or a little more than 90 per cent, 
were enrolled in some kind of public facility. 

On the other hand, the American common school has never func- 
tioned as a universal school. Various religious groups have continued 
to maintain schools supported by private funds. Certain favored eco- 
nomic groups all along have preferred to send their children to pri- 
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vate schools. In the South and in some communities of the North, 
colored children have been deprived, by inherited patterns of discrim- 
ination and segregation, of the opportunity to attend the common 
school. Some staunch supporters of the principle of the common 
school believe that American education is strengthened, not weak- 
ened, by the acceptance of a sphere for private initiative in matters 
educational. 


The Challenge of Sectarian Education 


In THIs connection, however, one point should be clearly stated. 
Our comon school system cannot serve its historic function of nurtur- 
ing common attitudes and understandings in all our children under 
conditions in which a nationally organized and numerically significant 
group repudiates the whole conception of a common school, and 
moves with resolution to develop a comprehensive, alternative educa- 
tional system of its own. Public education in the United States is now 
confronted with precisely this critical condition, and until it is re- 
solved the educational forces of our country will remain divided. 

Irrespective of what the justices of the Supreme Court may have 
supposed would be the result of their decision in 1925 in which they 
declared unconstitutional an Oregon law that required attendance of 
all children of the state at the public elementary school, we must 
evaluate that decision by its actual, not its intended, consequences. 
Their statement in this decision that “the fundamental theory upon 
which all governments in this Union repose excludes any general 
power of the state to standardize its children by forcing them to ac- 
cept instruction from public teachers only” was accepted by the 
leaders of the Roman Catholic Church as official sanction for their 
plan of developing a church school system, designed not to supple- 
ment and improve the program of the common school, but rather to 
supplant it so far as the education of its own children is concerned. 
In the 1929 encyclical on “Christian Education of Youth,” Pope Pius 
XI affirms the principle of “Catholic Education in Catholic Schools for 
all the Catholic Youth,” and refers to the Oregon decision of our Court 
with approval. He declares: 


This incontestable right of the family has at various times been rec- 
ognized by nations anxious to respect the natural law in their enactments. 
Thus, to give one recent example, the Supreme Court of the United States 
of North America, in a decision on an important controversy, declared 
that it is not in the competence of the State to fix any uniform standard of 
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education by forcing children to receive instruction exclusively in public 
schools, and it bases its decision on the natural law: the child is not the 
mere creature of the State, those who nurture him and direct his destiny 
have the right coupled with the high duty, to educate him and prepare 
him for the fulfilment of his obligations. 


Acting under what they regard as mandate from our highest court, 
American Roman Catholics have labored to obtain the land, to erect 
the school buildings, and to recruit and train the teachers who are 
required to develop and operate their extensive system of parochial 
schools. According to their own estimates, about two-thirds of all 
Roman Catholic children are currently attending their elementary 
schools, and about two-fifths of the available children are enrolled in 
their high schools. 

Professor John P. Sullivan in an article on “The Growth of Catholic 
Schools,” recently published in America, a National Catholic Weekly 
Review, ? declares that some 4.4 million pupils are now attending 
Catholic schools and that “if some unforeseen turn of events were to 
cause the transfer of this ever growing Catholic school population to 
the public school system it would add, at a conservative estimate, an- 
other 1.3 billion dollars annually to the public education budget.” He 
adds that “this amount does not include the property value of 12,100 
elementary and secondary school buildings.” 


Theology and the American Way of Life 


RoMAN CATHOLIC leaders have also been active on the front of 
historical and philosophical interpretation. They have sought to 
strengthen their educational position by a rejection of the notion that 
the American social and political system is secular in character. They 
define secularism as “the failure to center the life of the nation in 
God,” and declare that this is “the most deadly menace to our Chris- 
tian and American way of living.” They have endorsed the majority 
opinion of the Supreme Court in the Zorach vs. Clauson case on re- 
leased time. In this opinion the Court declared: 


We are a religious people whose institutions presuppose a Supreme 
Being. . .. When the state encourages religious instruction or cooperates 
with religious authorities by adjusting the schedule of educational and 
religious events to sectarian needs, it follows the best of our traditions. For 
it then respects the religious nature of our people and accommodates the 
public service to their special needs. 


Catholic leaders have also developed a novel interpretation of the 
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meaning of the First Amendment of the Constitution. They have 
argued in a number of books on the subject that the clause; “Congress 
shall make no law respecting an establishment of religion or prohibit- 
ing the free exercise thereof,” does not imply that the federal govern- 
ment cannot cooperate with church bodies in the promotion of reli- 
gious interests. They hold that so long as no one religious body is 
given preferential treatment the principle of the First Amendment is 
observed, and that its framers never intended to prohibit the govern- 
ment from taking positive actions that benefit all religious organiza- 
tions equally. 

All this has bearing on the problems Roman Catholics now experi- 
ence in financing their expanding system of parochial schools. Many 
of them believe that they are at present subject to an unjust system of 
double taxation. Will Herberg has recently published an article on 
“Justice for Religious Schools,” * which reflects this point of view. 


He states: 


Parochial schools are, in fact, public institutions. . . . They perform a 
public function, supplying large numbers of children with an education 
that is everywhere taken as the equivalent of the education given in the 
public schools. . . . Since they are thus publicly recognized educational 
institutions, performing a public educational service, why should they not 
receive public support? 


In an editorial in America,* the journal that published Herberg’s 
article, the following statement is made of the Roman Catholic posi- 
tion on this point: 


Catholics are not making a claim to direct public support for their 
schools. Of course, we have asked and we shall continue to ask for all 
appropriate “auxiliary services,” that is, for the Catholic child’s just share 
in benefits—bus rides, lunch programs and the like—which are designed for 
the health, safety and welfare of all American youth. However, as Catho- 
lics increase in numbers, as their schools expand, as their expenditures for 
their schools grow more burdensome, are we not likely to hear gradually 
more insistent demands for some sort of public financial help other than 
direct support of the schools? Yes, such demands are inevitable. We 
should read in this light the plan proposed recently by Father Virgil C. 
Blum, S.J., and publicized nationally in the October 25 issue of U.S. News 
and World Report. The point of Father Blum’s proposal is that State 
money should go directly to parents, who would exercise their right to 
spend it at their own discretion in accedited private or parochial schools. 
Under the G.I. Bill of Rights, as Father Blum emphasizes, Federal funds 
—— given to veterans who were free to use them in the colleges of their 
choice. 
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This suggestion raises important questions. Would federal funds 
for Roman Catholic parents whose children attend parochial schools 
tend to evoke similar requests from the adherents of other religious 
bodies? Were these requests granted would we witness a marked 
expansion of Protestant and Jewish schools? Should this result, what 
would be the long run effect on the public school? Would it be so 
weakened that it would have to abandon all pretense of operating as 
the common school of our country? 

Roman Catholic educational leaders have already endorsed bills 
that have contained provisions of direct tax support for their schools. 
Indeed, they believe they are so clearly entitled to this support that 
they condemn and oppose any federal aid measure that does not pro- 
vide substantial subsidies for their own educational program. The in- 
creased demands that the present critical world situation is placing on 
our schools has tended to strengthen, not weaken, their resolve to 
share in any federal program for aid to education.* 


2. NATIONAL UNITY AND THE SEGREGATED SCHOOL 


THE HISTORIC principle of a common school in our country has 
been weakened by the refusal of the prelates of the Roman Catholic 
Church to accept this kind of public school as the agency for the edu- 
cation of their children. This same separatist tendency is also ex- 
hibited by certain Protestant leaders. For example, Henry P. Van 
Dusen, president of Union Theological Seminary, has recently de- 
clared: “Unless religious instruction can be included in the program 
of the public school, Protestant church leaders will be driven increas- 
ingly to the expedient of the church-sponsored school.” In the case of 
all these church-related schools—Roman Catholic, Protestant, and 
Jewish—the segregation from the public and common school has been 


*There is a strong possibility that cases involving these complex issues of 
religious liberty, of church and state, and of the American plan of a common 
public school, will soon be taken to our courts, and eventually to the United 
States Supreme Court. Decisions from the Supreme Court on marginal issues 
in this field reveal confusion and conflict in the views of the justices. It is highly 
desirable that mature analysis of these fundamental problems be made before 
the lawyers develop their briefs and the judges begin to pronounce on the 
issues involved. 

Of one thing we may be sure: the public schools of our country need more 
adequate tax support if they are to be equipped for their important part in 
the defense of democratic values. Some means must be found to open the way 
to effectual federal aid. 
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self-imposed; it has not resulted from the refusal of the public school 
to keep its doors open to all irrespective of creed or religious affili- 
ation. 

The situation is radically different when we consider the pattern of 
segregation that colored children have suffered under the educational 
arrangements of many of our states. In these states the public school 
has never been a common school, for it has been organized into two 
branches—one for the whites and the other for the colored—and the 
colored children have been barred from attending the school in 
which the white children receive their education. For a considerable 
period we assumed that the demands of equality could be met by this 
segregated school system, provided that the same quality of educa- 
tion was given in each division of the public system—a condition that 
was never approximated, although in recent years real gains have 
been achieved by the colored schools. 

The heart of the 1954 decision of the Supreme Court was its un- 
qualified endorsement of the principle of the common school. In its 
opinion, segregation had been tried and it had failed to meet the 
standard of justice in the sphere of education. A unanimous Supreme 
Court, which included justices reared in the South as well as in the 
North, declared “that in the field of public education the doctrine of 
‘separate but equal’ has no place. Separate educational facilities are 
inherently unequal.” In a later ruling the Court decreed that the meas- 
ures required to organize a common school open to all, irrespective of 
race or color, should be taken with all “deliberate speed.” These were 
words of power from our highest court. They were literally heard 
around the world—in the Communist countries, in the uncommitted 
nations and areas, and in the liberal-democratic nations. The decision 
strengthened the democratic cause in its moral foundations. 

But that was several years ago. Unfortunately, the record of deeds 
is not nearly so eloquent as the legal formulation. In the last analysis, 
however, it will be the deeds and not the words that will determine 
whether this decision to eradicate historic patterns of segregation and 
discrimination is to count as solid achievement for the democratic 
cause. 

We should not minimize the important steps that have already been 
taken. In a number of border areas our educational leaders have 
shown vision and courage, and important beginnings have been made 
in the process of transforming the segregated school into an inte- 
grated school. Although the situation in Little Rock is not encourag- 
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ing, the words and the acts of Governor Faubus have been partly 
offset by the firmness of the district court and by the decision of Presi- 
dent Eisenhower to use federal troops to maintain law and order. For 
many months the Negro pupils involved conducted themselves with 
courage, patience, and dignity. 


Two Errors of Omission 


Two GREAT FAILURES, however, mar the record we have made 
thus far. Because of these failures it has been relatively simple for the 
extreme white racialists to take the initiative. 

One of these is the failure of President Eisenhower to use the great 
powers of his office to develop a positive public opinion on the basic 
issues. In spite of numerous suggestions, he has declined to call a 
White House conference, which could have brought Northerners and 
Southerners and leading representatives of white and colored peoples 
together to review the whole situation growing out of the Court's 
decision and directives, and which could also have been used to de- 
velop an immediate and a long-run strategy for dealing with it. Much 
as we should commend President Eisenhower for taking the bold step 
of using the forces of public authority to uphold the law, we should 
also remember, as Talleyrand once observed, that “we can do every- 
thing with bayonets except sit on them.” In other words, the coopera- 
tion of the liberal forces of the South will be required to develop a 
nonsegregated school system, and thus far our President has done 
little to create a situation in which these progressive forces could un- 
dertake the difficult things that must be done if we are to attain our 
social end. 

Equally serious has been the failure of organized educational 
groups to take a resolute part in the development of the means by 
which the cause of the integrated school could be advanced. These 
educational organizations are national in membership, and they in- 
clude colored as well as white teachers. After all, the problem of de- 
veloping a common school is not primarily a military nor a legal prob- 
lem; it is a problem in the field of organized education, and it involves 
the art of human relationships, an art in which the educator is sup- 
posed to have a special competence. Great credit is due individual 
educators for the able leaderhip they have given in difficult situations, 
but the profession of education as an organized movement has not 
measured up to its responsibilities. Up to the present, religious lead- 
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ers, lawyers, and publicists have done more in this field than have edu- 
cators as an organized professional body. The failure of the President 
to do more to create a public opinion on this fundamental question 
must be charged, at least in part, to the weak initiative the educational 
profession has given. As a result of all this, we have lost valuable time 
and the situation is today less promising in certain respects than it 
was four years ago. 

Although the focus of this segregation problem is in the South and 
it is there that the crucial adjustments must be made, it is neverthe- 
less a national problem. This is so for two reasons. In the first place, 
attitudes of race prejudice are present in all parts of the country, and 
they tend to weaken vigorous response to the lead that the Supreme 
Court has given. In the second place, the moral strength of our nation 
in world affairs is very much involved in what we do in the sphere of 
race relations. Our nation cannot inspire confidence abroad in its 
democratic purposes unless it seeks to establish the principle of 
equality of opportunity in its social and educational practices at home. 


3. THE ATOMIC AGE AND EDUCATIONAL RECONSTRUCTION 


OnE oF the revolutionary changes in American civilization is the 
dominant role government has come to play in both our domestic and 
foreign affairs. A new mentality is beginning to emerge, which is 
adapted to this change in our patterns of living. Leaders of the two 
major parties, for example, in their discussion of the kind of measures 
that should be taken to overcome the recent recession, have tended to 
assume that the economic welfare of the country is a direct responsi- 
bility of government. As a matter of fact the huge defense budget 
makes the government the outstanding factor in the national econ- 
omy. In addition, the social security program, the agricultural subsi- 
dies, the highway, housing, and other public works programs, the ac- 
ceptance of full employment as an official goal of government, and 
regulative fiscal and tax policies, have all combined to make govern- 
ment a primary and pervasive influence in the lives of all citizens. 
Many important adjustments in our mixed economy must still be 
made before business, labor, agriculture, and the various professions 
will be efficiently coordinated to serve domestic and foreign interests 
and needs, but the leadership of government in working out these 
adjustments is now widely accepted. 

The importance of foreign affairs also has grown steadily. And in 
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our divided world in which both power blocs possess unprecedented 
means of destruction, there is a tendency to give the federal govern- 
ment a monopoly of the direction of world affairs. Even matters of 
trade and cultural relations are under direct government supervision. 
The continuing “cold war” has necessarily increased the role of mili- 
tary leaders in the deliberations by which supreme policy is deter- 
mined. Considerations of “security” often result in situations in which 
the general public lacks the information required to make inde- 
pendent judgments. It is a tribute to the strength of the civilian 
tradition in American life that due democratic process has been so 
well maintained, and there has been little tendency on the part of 
the leaders of the armed forces to exploit their positions of trust for 
the aggrandizement of themselves or the services that they head. 

Governmental functions and responsibilities are apt to continue 
to expand until world security arrangements are achieved in which 
all can have confidence. Obviously, this new situation has profound 
implications for American education. Strong government and the 
preservation of the values of democracy are compatible provided 
we have a citizenry equipped in historical perspective and in under- 
tanding of contemporary affairs, and disciplined in methods of 
critical thought that qualify it to make mature judgments about 
public leaders and public policies. The supreme business of public 
education at this time is to provide our young with the kind of 
experiences that will equip them for their roles as citizens of a country 
whose power is such that it must play a crucial part in the leadership 
of the democratic forces of the world. 

This means that an anarchic pattern of individualism must pass 
from our schools, as it is beginning to pass from our economy and 
from the world operations of the nation. The welfare and the growth 
of the individual will remain a central objective of organized edu- 
cation, but that welfare and growth must be interpreted in the context 
of the interdependence that characterizes our domestic life and 
economy and that likewise characterizes the relations our country 
now sustains with the rest of the world. Nations and civilizations 
are, to be sure, means for the enrichment and the protection of the 
lives of individual human beings, but in this period the preservation 
of a democratic and humane civilization becomes such a primary 
moral objective that it has the right to pervade the work of the school. 
Today, the education of American children should be deliberately 
planned with reference to stubborn realities in the world situation 
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and to the role our nation is obliged to take in that situation. In the 
last analysis, individuals will have no significant freedoms unless we 
can maintain a human order in which individual desires and prefer- 
ences count for something. Today, education for enlightenment 
means education for the maintenance and use of that power which 
is the United States. 


Science Not Our Only Need 


As MANY have emphasized, this involves systematic education in the 
disciplines of mathematics and the natural sciences. It also means 
that those who demonstrate special gifts and interests in these fields 
should be encouraged to advance as their abilities permit. There is 
nothing undemocratic about providing opportunity for ability to 
equip itself for significant achievement, providing that ability is 
defined and identified in nonarbitrary ways and that due regard is 
shown for the health and the all-around development of each pupil. 
Beyond all question, our technological civilization in both its domestic 
and world operations must have an adequate and continuing supply 
of people trained in the natural sciences and the various branches of 
engineering. 

It does not follow, however, that this competence will be best 
developed by an authoritarian and dogmatic program in which 
learning from lectures and texts is substituted for first-hand 
experience in the development and the testing of meanings through 
direct experimental operations. Present critics of the new education 
have ignored its most basic value. John Dewey was not opposed to 
learning from books that recorded the discoveries already made. Nor 
was he in any way indifferent to the development of disciplined 
habits of thought in the young. He gave the title How We Think to 
one of his most important books on education. He also elaborated 
the principle of the activity curriculum precisely because he was 
deeply interested in the nurture of disciplined and resourceful minds. 
He believed that the young would best develop their intellectual 
powers if they learned to think operationally. I know of no evidence 
that shows that he was in error on this crucial point. 

Moreover, in the determination of the present educational task 
it is important that our analysis of the present civilizational need be 
an accurate and balanced one. In order to measure up to contem- 
porary demands our country must maintain its industrial and military 














Education and the American Scene 103 


strength, and this clearly means that our schools should do their part 
to equip young people for research in the natural sciences as 
well as for the technological development of whatever scientific 
discoveries are made. But the scientific and technological aspect is 
only one side of the present problem, and it is a mistake to assume 
that it is more fundamental and urgent than are other aspects, such 
as the political, the economic, the ideological, and the cultural. 
Indeed, the leaders of the nations who are associated with us in the 
maintenance of the “free world” are inclined to think that we exhibit 
greater strength at the present time in the technological and the 
military phases of the task than we exhibit in its political, cultural, 
and ideological phases. Our ultimate goals are economic, political, 
and moral in nature, and the programs required to achieve these 
cultural goals are no more self-generating than are the technological 
and military programs. Competence in science and technology must 
be matched by competence in cultural understanding, in the field of 
human relations, and in political affairs. 

In the present divided world, the youth of our country need 
adequate knowledge of the ideology, the purposes, the institutions, 
and the strengths and weaknesses of the Communist totalitarian 
systems. They also need education in the cultural backgrounds, the 
interests, and the national aspirations of the peoples of Asia and 
Africa, who are no longer content to have their countries serve as 
mere sources of raw materials for the industrial West nor merely as 
markets for its manufactured articles. More than ever before, our 
young need knowledge of the roots of our culture in Western 
civilization, and grasp of the historic struggles through which our 
democratic institutions and values were developed. Education in 
these historical and cultural affairs is not a luxury nor a mere adorn- 
ment; it is a life necessity, for what our nation’s leaders can accomplish 
will be determined by what the understanding of the American 
people enables them to do. 

The achievement of this type of cultural and political maturity 
is no simple enterprise for a continental nation whose population 
has long been habituated to its own self-sufficiency, and that tends to 
think of education as preparation for personal and pecuniary success. 
The development of a curriculum adequate to accomplish these cul- 
tural objectives, and the enlisting and the educating of a teaching 
force equipped to nurture the young in this altered orientation, 
defines a national need at least as important as the defense programs 
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centering in the Pentagon. It is time that the American people 
accepted organized education as one of its urgent national under- 
takings and supported it accordingly. 


4. THE EDUCATION OF AMERICAN TEACHERS 


Viewep from the standpoint of the property required to house it, the 
annual appropriations required to maintain it, and the numbers 
professionally engaged in it, organized education now ranks as one 
of our foremost institutions. In 1957, about thirty-eight million 
children were enrolled in the public and private elementary and 
secondary schools of our country. 

By their support of these schools, the American people have shown 
they are aware that the scientific knowledge and the technical skills 
and techniques involved in the operation of an industrial society are 
not automatically transmitted from one generation to another. 

As a people, we also have been rediscovering what the founding 
fathers stressed; namely, that a democratic society is a distinctive 
kind of society and its system of self-government presupposes an 
educated citizenry. The cultural perspectives and the social and 
political insights required to appreciate democratic values and the 
nature of emerging problems are no more automatically transmitted 
than are the technical abilities required to maintain our industrial 
civilization. Along with the home and the church, the school has 
the function of cultivating the emotional and intellectual dispositions 
in the young, which are the ultimate foundation of our democratic 
way of life. 

The school also seeks to nurture in each pupil a mind that is at 
home in the interdependent modern world. This is critically 
important at a time when situations that have bearing on all of us 
often seem remote from the life of that community of which we have 
first-hand experience. Little Rock, the Kremlin, the Suez Canal, 
Quemoy, and Peking are all too often mere names that do not stand 
for significant realities so far as our daily conduct is concerned. But 
the ability to perceive the relevance of these distant and complex 
events in which we do not directly participate is an essential for 
every person who is to share in the determination of the world that 
shapes his own destiny. Faith in organized education is faith that 
at least the rudiments of this kind of intelligence can be developed 
through the work of the school. 
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Education today is obviously something that begins in the school 
but that must be continued throughout life. Fortunately, we have in 
the mass media of communication potent means for that never 
ending enlightenment, providing we have the will to demand that 
these agencies serve educational as well as commercial and enter- 
tainment purposes. Special adult educational classes have their 
place, but the character of the intellectual interests Americans exhibit 
will be determined more largely by the daily fare contributed by 
radio, television, and newspapers. 


The Role of the School of Education 


IT 1s BECAUSE organized education has these primary social functions 
that many have shared the view of Horace Mann and John Dewey 
that it has developed into an enterprise worthy of serious intellectual 
study. Indeed, it has been increasingly recognized that teachers, 
school supervisors, and administrators should receive special 
education for their public responsibilities. It is from these convictions 
that normal schools, educational departments, and schools and col- 
leges of education have developed. 

These departments and schools of education have four main areas 
of specialized study. The first is concerned with the scientific study 
of human beings and human behavior, the process of human growth 
and development, the nature of learning, and the ways in which 
habits, skills, meanings, knowledge, and attitudes are acquired, 
together with the measurement of human abilities, individual differ- 
ences, and specific educational achievements. The second is 
concerned with the study of American civilization in its historical 
and world setting from the standpoint of the introduction of the 
young to its ways of life, thought, and value, together with a study 
of present trends, problems, and potentialities. This area is also 
concerned with the history of organized education and with the 
study of contemporary systems of education as they now function in 
other countries. The third area is concerned with the study of the 
organization of the curriculum for different age groups, with due 
regard for what is known about the learning and maturation process, 
and the history, the traditions, the institutions, the problems, and 
the tasks of American civilization. The fourth is concerned with the 
management of education as a public institution, its problems of 
support, its relation to its community, its special services such as 
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health and recreational activities, and, most important of all, the 
maintenance of conditions that will attract able teachers and enable 
them to carry on their work effectively. 

Today, these departments and schools of education are being 
subjected to many criticisms. A number of foundations have 
subsidized educational projects that have deliberately ignored these 
teacher-training institutions and that are seeking to make organized 
education a direct responsibility of the liberal arts colleges. That 
there is substance to some of these criticisms no one should deny. 
Actually, some of them have been made by members of the staffs 
of various teachers colleges for several decades. Undoubtedly there 
should be closer coordination between the work of the liberal arts 
colleges and the departments and schools of education in the edu- 
cation of teachers. But it seems to the writer that education has 
become such a major activity in our country that, just as religion, 
art, law, medicine, journalism, engineering, and business have their 
special schools and colleges, so should education continue to have 
its distinctive professional schools. If we are concerned to strengthen 
public education in our country, we shall not seek to supplant these 
professional educational institutions, but to strengthen and improve 
them for their contemporary tasks. 
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Education and the World Scene 


REINHOLD NIEBUHR 


THE WORLD SITUATION in which the younger generations of 
Americans must live their lives and exercise the responsibilities of 
citizenship can be characterized variously. Three aspects of the scene 
are immediately apparent. All of them are novel, in the sense that 
nothing in the experience of past decades and centuries could prompt 
our generation to anticipate them. The task of education is, there- 
fore, to help the younger generation to measure the significance of 
these three aspects and to adopt attitudes toward the promises and 
perils they present that are creative and responsible, rather than 
traditional ones, or still worse, imesponsible evasions into the 
asylums of hysteria and complacency. 


THREE NOVEL ASPECTS OF THE WORLD SCENE 


THE MOST OBVIOUS aspect of the world scene that is important for 
Americans is the unprecedented growth of American power and 
responsibility in the community of nations. We entered the First 
World War reluctantly, and we were gripped between the two world 
wars by an almost neurotic nostalgia for the childlike security and 
imnocency that our continental isolation seemed to grant us. We 
tried to assure our continued irresponsibility and security by frantic 
neutrality laws, which were brushed aside by currents of history 
more powerful than any of our wishes, intentions, or illusions. Despite 
our reluctance, we were plunged into the Second World War and 
emerged from it incomparably the strongest nation in the Western 
community. We have adjusted ourselves to this new situation of 
power and responsibility with some degree of grace and wisdom; 
but many of the problems that the new generation must face are 
derived from the fact that it is difficult for a nation to adjust itself 
to the precarious eminence of world hegemony with only such scant 
apprenticeship as we have had in the performance of unaccustomed 
tasks. 

The second aspect of the world scene to which we must adjust 
ourselves is the contest with a Communist bloc of nations who, under 
Russian leadership, have managed to build an empire of tremendous 
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strength, using as the ideological framework of empire a utopian 
creed of world redemption that seems highly implausible to the 
Western world, particularly that part of it that has found tolerable 
solutions for the problems of economic justice. The failure of the 
Western nations to solve the problems of early industrialism gave 
an original plausibility to the Communist creed. The healthy portions 
of Western society have long become immune to the virus of com- 
munism. But the creed, designed for the capitalistic world and fated 
to defeat there, has achieved a surprising plausibility in the dark 
continents of Asia and Africa, where new nations are suffering from 
residual or still potent resentments against the imperialistic impact 
of Western civilization in the nineteenth century; and where pastoral 
and agrarian economies, immersed in poverty, desire the technical 
skills and the capital equipment necessary for their entrance into a 
technical competence and prosperity. Curiously enough, com- 
munism, originally designed to make the poor rich by dividing the 
goods of the rich, has become a method of keeping the poor poor 
until the state can press from the toil of the peasant the capital neces- 
sary for technical advances. No more improbable and unpredictable 
development has ever occurred in history. It prompts the immediate 
reflection that one of the purposes of education in our day must be 
to prepare young people for an understanding of the unforeseeable 
vagaries of history, which do not correspond to either the liberal 
democratic or to the Communist versions of the historical process. 
We must not deal with this fearful and resourceful despotism, which 
has distilled totalitarianism from the Marxist utopian dream, either 
in terms of analogy with the Nazi despotism (for there are no exact 
historical analogies ) or in terms of our original preconceptions about 
communism. We are faced with a formidable foe, who possesses 
many advantages over us in appealing to the loyalty of the 
uncommitted nations. 

The third aspect of the world scene is obvious to all and requires 
little explanation, though none of us can be too successful in adjusting 
ourselves to this absolutely unprecedented aspect of human exist- 
ence. This dimension is most briefly defined as the nuclear stalemate, 
arising from the fact that both of the great powers have enough 
nuclear weapons to destroy the foe, but no defense against being 
destroyed in the process. We are therefore destined to wage a battle 
of competitive coexistence on the edge of an abyss of total war. It 
is generally conceded now that neither side would consciously risk 














Education and the World Scene 109 


the ultimate engagement with the ultimate weapon, but the pos- 
sibility of stumbling into this fearful war through miscalculation 
becomes greater and greater as guided missiles of continental and 
intercontinental proportions are perfected. 


1. EDUCATING FOR THE RESPONSIBILITIES OF WORLD POWER 


Tue TASK of preparing the younger generation to live meaningfully 
and responsibly in such a world, with so many unprecedented and 
unpredicted factors of promise and peril in it, is obviously as great 
as any that has been faced by educators in any era. We are called 
upon to interpret realities before we have assimilated them fully into 
our own traditional frames of meaning. Yet a nation commanding 
an imperial dimension of power must train young people to represent 
it and to become agents of its power in every field of technical, 
political, and humanitarian service in which this power comes in 
contact with the world. Our nation has not had the traditions of the 
colonial service, which prompted young Britons to prepare them- 
selves for “foreign service” and to act as proconsuls in its imperium. 
It is surprising that we have done as well as we have with our pro- 
consuls, recruited from the army and business and the academic life. 

But we need not only amateurs but professionals in this task of 
representing the nation in every part of the world where our power 
impinges and our responsibilities are exercised. We need young 
people who have studied the history, the literature, and the political 
institutions of Asia, Africa, and the Middle East. Fortunately the 
universities are conscious of this need, and the institutes for regional 
studies are constantly expanding. It is to be hoped that many young 
people will find the careers for which these institutes prepare 
attractive enough in prestige and responsibility to overcome the lure 
of the more remunerative business possibilities. 


The New Importance of Language Studies 


A specIAL word must be devoted to the importance of language 
studies in our American education. Our high schools, compared with 
European high schools, lycées, and gymnasia, have always been 
defective in language studies. Our universities have rigorously, and 
sometimes desperately, required two foreign languages as pre- 
requisites for advanced degrees; but so defective have been our 
language studies on the high school and university level that few 
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doctoral candidates have ever mastered the foreign languages with 
sufficient competence to use them as tools of learning in their 
respective fields. We are told that young Russians, next to their 
devotion to the natural sciences, are assiduous in learning foreign 
languages to prepare for contacts with the nations in their far-flung 
imperium. 

There are so many good reasons for questioning the adequacy of 
our language studies with reference to our whole culture that one 
hesitates to give prudential reasons for improving the study of lan- 
guages; that is, the prudential consideration of improving the 
competency of our representatives in foreign nations. But if there 
are both prudential and nonprudential reasons for considering the 
problem, one might as well be honest and state both reasons. 

It would be inadequate, however, to treat the problem of edv- 
cation merely from the viewpoint of training those who must become 
the specialists in exercising the power and responsibility of the nation 
in foreign lands. It would be inadequate, if for no other reason, 
because these proconsular professions and vocations will be available 
to only a fraction of our college-trained youth. By far the greater 
problem in educating young America for the world scene is that of 
preparing a new generation rightly to assess the hazards, possibilities, 
and perplexities that our nation faces. Foreign policy has been 
defined as the Achilles heel of democracy because its problems do 
not impinge directly on the lives of the people, whose voice must be 
final in the decisions of foreign as well as of domestic policy. A high 
degree of trained intelligence therefore is required to make a demo- 
cratic nation equal to its foreign tasks. This is more true in our own 
nation, which lacks a tradition of accepting responsibilities on the 
scale on which the very impulse of survival now forces us to accept 
them. Many traditional approaches to foreign policy must be chal- 
lenged, and lessons will have to be unlearned before the nation can 
truly find itself in its unaccustomed role. 


2. UNDERSTANDING THE RUSSIANS 


Consmer the ironic juxtaposition of the two most powerful nations 
to gauge the enormity of the task that confronts our historical and 
political science disciplines. The two most powerful nations of the 
world both claim to be anti-imperialist by conviction. Yet they are 
both empires, if we define imperialism as the institutionalization of 
the impingement of power upon weakness. The Russians claim to 
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be anti-imperialist by grace of a creed that equates capitalism and 
imperialism, and this makes any “socialist” nation anti-imperialist by 
definition. Meanwhile the power impulses of Russia, which had 
previously achieved unification by grace of an Orthodox Christian 
faith that made Moscow the “third Rome,” could once again use a 
universalistic creed, the Communist faith, not only to unify the various 
nationalities of greater Russia, but to act as a hegemonic power for 
the whole so-called “socialist camp,” a position that China did not 
challenge but rather abetted. The implausible utopia of Karl Marx 
had become the basis of a cohesive international imperialism, ruled 
by an oligarchy, that practiced “democracy” in terms of its alleged 
“collegiate” leadership. The despotism goes under the name of 
“democratic centralism,” conceived by Lenin. Stalin’s despotism 
seemed to make nonsense of the idea, but upon Stalin’s death the 
remaining oligarchs were able to disassociate themselves from the 
odium of Stalinism and give the structure a new prestige. 
Khrushchev’s rapid rise to power may or may not reveal that an 
oligarchy with a comparatively narrow base, denying freedom to 
everyone except the oligarchy, is bound to develop from collective 
leadership to a one-man despotism. In any case, we are confronted 
with one of the most interesting forms of political organization, in 
which the new is compounded with old patterns and forms that 
history has previously revealed. 

The claims and pretensions of this oligarchy toward the people of 
the world are equally plausible and implausible. Among the former 
subject nations, communism encourages nationalism and seeks to 
support the “victims” of European imperialism, interpreting the 
impact of strong Western cultures upon the traditional cultures of 
Asia and the primitive cultures of Africa as purely exploitative and 
denying all the creative elements in this impact, though they are 
demonstrated by the fact that the new nations could not have gained 
the integral order necessary for nationhood without the contributions 
of their former masters. India, even now, has only one common 
language, the English language. 

In Europe, on the other hand, communism emphasizes its inter- 
nationalism and defines all feelings for national identity as “national 
chauvinism.” It holds its satellites under subjection by the power of 
the Red Army, and, as recent events in Hungary prove, it is quite 
capable of the most ruthless action for the sake of maintaining its 
strategic position. In the European culture, which has achieved a 
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tolerable solution of the social problem of an industrial civilization, 
communism is no great threat, particularly because its utopian inter- 
nationalism and imperialism are incompatible with the highly 
developed national communities. But in Asia and Africa this com- 
bination of internationalism and nationalism and this promise of 
offering the keys to the entrance of a technical civilization without 
the benefit of democracy are very attractive and plausible. There is 
no question that it will have the advantage over us for a long time 
to come. 

It is idle to say that this is merely a great power structure, and 
thereby obscure the remarkable new and old elements that enter the 
structure. What is power in national or international relations but 
the authority either to gain or to coerce consent? What is this 
authority but a combination of prestige and force? What is prestige 
but the right to use force according to the ideological system that 
justifies the center of authority? Thus analyzed, it becomes apparent 
that the Communist system is the only empire that legitimizes its 
force in terms of an ideological system of greater and more plausible 
proportions than anything known in history since the decay of the 
three medieval empires, the Eastern Christian, the Western Christian, 
and the Islamic empires. 

We cannot hope to change either the Communist ideology or its 
structure of power by understanding these things. But we must 
understand them if we are not to make the vulgar mistake of believing 
that we are confronting merely an ephemeral phenomenon, as 
Secretary Dulles believes, or that communism and nazism are 
identical forms of totalitarianism. The despotism we face is much 
more dangerous than all these superficial theories assume. It is the 
business of both history and the historical science on the one hand 
to present the novel and the contingent in history, and on the other 
hand to discern the perennial patterns, forces, and configurations in 
history. The very heart of historical science is contained in the 
problem of distinguishing the unique from the perennial. Every 
metaphysics of history must be suspect because it seeks to discern 
ontological patterns in the flow of historical events (an ontological 
pattern means that some event in history realizes a previously posited 
essence). But there are no essences in history, as classical meta- 
physics assumed. There are endless varieties of configurations and 
structures and cohesions, superimposed upon one another. In this 
variety it is possible to discern similarities and analogies that help 
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us to understand why a more successful despotism should have been 
built on a revolutionary creed than upon the creed that supported 
the Russian tsars. But such an understanding must not be too 
impressed with the analogies so that it will overlook the unique 
factors; in this case, for instance, a despotism that is democratic in 
the sense that it gives educational opportunities to the children of 
the peasants and requires technical skill for the achievement of its 
goals. The success of the Russians in the conquest of outer space 
proves that despotism is not incompatible with scientific achievement, 
particularly in the field of essentially nonpolitical natural science. 
But we do not yet know whether reason, as such, is politically sub- 
versive in the long run and whether the development of scientific 
specialists will not provide the leaven of freedom for this political 
structure. All these problems must be analyzed afresh in our 
educational enterprise, if we are not to flounder in a sea of contem- 
porary events without knowing the currents and the winds that 
determine the momentary oscillations and the deeper currents of 
history that are evident underneath the momentary tumults and 
configurations. 


Our Anti-Imperialist Empire 


Ir 1 1s important to understand the foe and competitor and to know 
the sources of his power and prestige, it is naturally even more 
important to understand ourselves; not only ourselves as a nation 
but ourselves as part of an European civilization, and ourselves as 
part of the so-called “free world,” including Asian and African 
nations who may be uncommitted but who in varying degrees have 
the desire and the capacity to build a viable economy without falling 
into the abyss of despotism. 

It is a difficult task to understand ourselves in the world scene, 
because our situation contradicts our theories almost as much as is 
the case with Russia. We are both empires; and both in different 
ways anti-imperialist. The Russians are, despite their anti-imperialist 
philosophy, the only imperialists of modern history in the classical 
mold. But we must govern an empire while we are pathetically 
anxious not to be imperialists. Our anti-imperialism, which Mr. 
Dulles expressed as recently as the Suez crisis, does not prevent us 
from exerting our power where our interests are clearly threatened, 
nor does it prevent such manifestations as our economic dominance 
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in the “banana republics” of Latin America. Our anti-imperialistic 
tradition—which was overtly violated only once, and then briefly, in 
the Spanish-American War and its brief aftermath in Cuba and the 
Philippines—is derived from the European anti-imperialism of the 
liberal democratic movement. But it was expressed by us more 
consistently than by any European nation, partly because of the 
circumstance of our birth in a war with an imperial power, and partly 
because the wide expanse of our continent made imperial expansion 
beyond our borders unnecessary. We therefore tend to regard the 
imperial nations of Europe, though they are our allies in a common 
struggle, with suspicion because they are tainted with “imperialism.” 
Obviously we are wanting in empirical exactness, because among 
these allies is on the one hand Great Britain, which has successfully 
transmuted an empire into a commonwealth of nations, one of the 
greatest achievements of our day; and on the other hand there is 
France, which has tried to combine the old imperialist tradition with 
the liberal tradition of the French Revolution in incorporating Algeria 
into metropolitan France. Constitutionally the French maintain that 
“Algeria does not exist,” but politically it is difficult for France either 
to give Algeria her independence or to grant her a rightful place in 
the political organization of the nation. 





The United States and the United Nations 


BuT EVEN IF we are more circumspect about the facts of empire that 
arose when European civilization impinged upon the weakness of 
Africa and Asia and made more creative contributions to the develop- 
ment of nations than both Marxist and liberal democratic theory 
admits (though not as much as the imperial nations claim), we still 
must come to terms with the imperial dimensions of our power. We 
confront a superpower that is really an empire, and we are a super- 
power desperately anxious not to be an empire. This frequently 
means that we withhold the exercise of our power and responsibility 
in favor of the principle of collective security, supposedly embodied 
in the United Nations and previously in the League of Nations. In 
the world view of liberal democracy there is no place for hegemonic 
power and its responsibilities. There are only sovereign nations, 
great and small, and the community of mankind. 

From Woodrow Wilson to Dwight Eisenhower, we have expressed 
a touching devotion to the principle of collective security and loyalty 
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to the instruments of that idea. Buehrig in his Woodrow Wilson and 
the Balance of Power proves, I think conclusively, that there was an 
ironic misunderstanding between ourselves and the British about 
the League of Nations. The British wanted the League to draw us 
into a responsible relation to Europe; and Wilson wanted it to 
express that responsibility in vague and general, rather than specific, 
terms. 

We know that the nation was not ready for this commitment at 
that time, and it required another world war to make us fully aware 
of the extent of our power and of its concomitant responsibilities. 
We are now thoroughly committed to those responsibilities; but the 
theories of Eisenhower are remarkably similar to those of Wilson. 
We exercise our responsibilities by an almost frantic loyalty to the 
United Nations, but we forget that this necessary organization is a 
clearing house of international policy and that loyalty to it is no 
substitute for making policy in it, particularly when the General 
Assembly has taken the place of the Security Council in making 
essential policy; and the General Assembly is composed of many 
nations, some very young and some very weak, and few having our 
power and responsibility. 

Thus in the Suez crisis, the British and the French having rather 
unwisely invaded Egypt, partly in desperation because they thought 
we were not sufficiently cognizant of their economic dependence 
upon the Middle East, and having also unwisely forgotten that we 
alone had the power to make independent policy, the United Nations 
condemned their action and ordered them to withdraw “forthwith.” 
In these resolutions we joined the Russians in upholding the sanctity 
of the United Nations Charter, but President Eisenhower also rather 
unwisely interpreted our policy as not only honoring our pledge but 
as “assisting the victim of aggression in the Middle East” and as a 
pledge that “we do not accept the use of force in an international 
dispute.” The assumption was that the “aggressor” nations would 
cease and desist out of respect for the majesty of international law. 
As a matter of fact, they had to bow to our power, which was greater 
than theirs. On 20 February 1957, President Eisenhower, in a speech 
in which he justified the pressure upon Israel to leave Egyptian soil, 
declared: “If the United Nations once admits that international 
disputes can be settled by the use of force, then we will have 
destroyed the very foundation of the organization and our best hope 
of establishing a real world order.” This was at a time when the 
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Russians were in the process of brutally suppressing the Hungarian 
revolution. The President was not unmindful of the stark contra- 
diction between the Russian defiance of a “real world order” and 
our pressure upon the Israelis to disavow the use of force when it 
was a matter of survival for the little nation. But he remarked that 
“we are entitled to expect” better conduct from the small nation 
because her people, like those of the United States, “are imbued with 
a strong religious faith and a sense of moral values.” 


Moralism and the Realities of Power 


Tus curiously moralistic approach to the complex problems of the 
world order, which in each instance obscures not only the power 
realities in general but our power and responsibility in particular, 
would have no place in a consideration of the problem of education 
and the world scene if it were unique rather than typical. It is 
significant because it is so typical of the American approach to the 
world scene. This approach is an exaggerated version of the liberal 
democratic approach, which regards the power realities in the world 
of politics as not nice or as irrelevant; and which is particularly 
embarrassed by the fact that we are a great power and that we must 
exert that power, with as much caution and sense of responsibility 
as possible, both for our sake and for the sake of the whole com- 
munity of nations that depends upon our power. 

The educational enterprise for this nation, in short, must include 
a thorough re-examination of the problems of political morality, 
which will help the new generation to understand that any 
consideration of power and interest in analyzing the peace within 
a nation and among the nations need not be a cynical defiance of 
the moral order but can well be what responsible statesmanship has 
always been: an effort to coerce competitive and contradictory human 
aspirations and interests into some kind of tolerable order and 
justice. Such a task is a highly moral one. 

This represents a tremendous task in re-education of ourselves and 
our nation. It is a necessary task, for without it our nation is exposed 
to the hazard of having power and responsibility of great importance 
without a scheme of values and meaning that might morally validate 
what we have to do for the sake of the peace of the world and the 
survival of our civilization. In the long run, the Communist ideology 
is more irrelevant than ours, for it is based upon a utopian univer- 
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salism in a world of nations. But its ideology gives it leave to exercise 
its power in the name of this pseudo-universal community. Our 
power is immediately more embarrassed because our ideological 
scheme recognizes only the “equal sovereignty” of all nations on the 
one hand and the vaguely defined community of mankind on the 
other hand. 

Education for the new situation in which the nation finds itself 
implies a challenge to the very character of the educational process. 
For creative education, though incapable of stirring the imagination 
without reference to the experience in which the educational process 
takes place, does have the possibility and responsibility of enlarging 
the frame of experience by historical studies, so that the unique 
experience of a nation will not be too restrictive by forming molds 
of opinion out of past experiences that do not fit the present situation. 
The position in which America finds itself is not unique in history. 
Many nations have occupied similar positions of hegemony. It is 
only our occupation of this position that is unique. Hence it is the 
business of education to enlarge the limited experience of the nation 
by adding the experience of other nations to our fund of knowledge, 
wisdom, and insight. No educational process can absolutely tran- 
scend concrete experience; but the limit of the extension of insight 
beyond concrete experience is not known, and therefore no limit can 
be put on the educational enterprise. 


3. THE ATOMIC STALEMATE 


THE FINAL and most tragic dimension of the world scene to which 
we must adjust ourselves as a nation and as individuals consists in 
the atomic stalemate in which the two great powers and the entire 
world are involved. We are fated to contest with communism for 
the loyalty of peoples and to dispute with its imperialism every 
position of power in the world. But both sides are prevented from 
starting an ulimate conflict such as frequently has settled similar 
contests in history, because the nuclear weapons that each side has 
at its disposal are sufficient to spell destruction for both victors and 
vanquished. Thus we are fated to walk, or to wrestle, on the edge 
of a terrible abyss. Bertrand Russell and others think that capitu- 
lation to communism would be preferable to the bearing of such a 
risk; but he believed that capitulation to Germany would have been 
preferable to war in the beginning of the century. Bertrand Russell 
is a great philosopher; but this irrelevant advice proves, as Sidney 
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Hook observed, that mathematical logic is not a substitute for 
common sense. Even a stupid statesman has the common sense to 
know that nations do not accept the known yoke of slavery for the 
sake of avoiding an unknown fate, however terrible in its known 
dimensions. There are others who counsel us to prepare the younger 
generation for coming to terms with the Russians in some disarma- 
ment agreement; and others who flee to utopia and insist that only 
world government will save us. Any realistic analysis of historical 
possibilities must come to the conclusion that disarmament agree- 
ments are the fruit, not the presupposition, of a relaxation of tensions. 
As for world government, it is a part of the universalism that we have 
previously defined as one of the characteristics of the liberal demo- 
cratic inheritance. No, there are no simple ways out of this terrible 
dilemma. Therefore the only possibility for education is to prepare 
the new generation to live with the dilemma without alternate moods 


of hysteria and evasion. 


Help from History 


THE EDUCATIONAL process can guide the new generation in coming to 
terms with this dilemma by the same tools with which it can help it to 
understand the other dimension of the world scene. It can delve into 
history to make the novel situation a little less novel. No generation 
has ever before faced the exact dimension of the nuclear stalemate. 
But many generations have faced the frustration of not being able to 
eliminate an evil that they abhorred; and they have finally, through all 
the strife of the conflict, come to realize that a common fate united 
the two foes—the fate of a common predicament. At the end of the 
religious wars in Europe, both Protestants and Catholics finally recog- 
nized that neither was able to destroy the other or push it out of 
Europe. Both in the end adjusted themselves to an uneasy coexist- 
ence on the same continent. Perhaps this is an inexact analogy for 
what our generation must learn. 

It is difficult for our nation to learn, for we have never known per- 
manent frustrations. In the days of our youth and seeming impotence 
we usually had our way as a nation in the end; and now in the day of 
our seeming omnipotence we cannot have our way. That, again, is not 
a new experience in history. It is only a new experience for us. There- 
fore the task of the educational process is to enlarge our limited ex- 
perience in ways such that this frustration will become more compre- 
hensible and bearable to us as a nation. 
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History is replete not only with frustrations but with unpredictable 
resolutions of these frustrations, and we must be prepared for these 
also. They prevent the frustration from weighing too heavily upon us. 
If we should escape the fate of being plunged into the abyss of a 
nuclear war, there may be possibilities of a more peaceful coexistence 
with the Communist power. We do not know whether or in what 
respect the Communist oligarchy will be leavened. The recent tri- 
umphs of Khrushchev suggest that a despotic system still requires a 
single despot at the apex of the pyramid of power and that not very 
much has changed since the death of Stalin, except that the aspiring 
despot is too old to reach Stalin’s absolute power. On the other hand, 
some perceptible gains must be recorded. The power rivals, except 
for Beria, whom the whole oligarchy feared, have not been liquidated 
but given insignificant posts. Their milder treatment probably, 
though not necessarily, is due not only to Khrushchev’s greater secu- 
rity but to the collective agreement of the Presidium, the power in the 
Communist pyramid. We do not know whether this means that the 
Presidium has become a genuine instrument of collective leadership 
in the manner in which the Whig aristocracy established the collective 
authority of Parliament against the monarch in England, or whether 
this is just another instance of the practice observed by the Roman 
emperors of the Augustan principate, who allowed the old senatorial 
aristocracy to preserve the symbols of authority while they manipu- 
lated the actual power. Only time will give the answer. Nothing in 
history is predictable, and analogies from the past are too inexact to 
become the basis of confident predictions. Nevertheless, education 
for a youthful nation, lacking experience, must rely on the study of 
history so that premature conclusions and hazardous predictions will 
be discouraged. 

We do not know how the power struggle inside the Communist sys- 
tem will develop. Nor can we predict, assuming that overt agree- 
ments between the West and communism are almost impossible, 
whether tacit agreements may not be reached more and more; and 
whether such tacit agreements will relieve the tensions, perhaps even 
limit armaments, if both sides find the burden too heavy. At least 
they may clarify the positions of each side to the other side, particu- 
larly in what each regards as its most vital interests and therefore as 
subject to the risk of ultimate war, if challenged. 

In short, in facing our hazardous future, we must learn an attitude 
of both caution and hopeful expectancy, remembering that “if hopes 
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are dupes, fears may be liars.” No particular set of academic courses 
can furnish the new or the old generation with the wisdom sufficient 
for performing our tasks and solving our problems adequately. But 
every form of education that brings the experience of the past to bear 
upon present problems, and that enlarges the realm of insight beyond 
that gained in concrete and immediate experience, will help the new 
generation to face the unprecedented dilemmas of the day. 
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Education and World Politics 


Hans J. MorGENTHAU 


SoUND THINKING about political education must start with two propo- 
sitions: first, that there exists a truth, however dimly or falsely seen, 
that is valid for all men and all time and that it is the mission of 
education to communicate; second, that professional education is but 
one among several agencies, and not necessarily the most effective 
one, through which this truth is communicated. Neither proposition 
is taken seriously by our culture. 

The dominant trend in our culture denies at least the accessibility 
to human reason, if not the existence, of objective, universal truth in 
matters political. The observer of the political scene is supposed to 
see only what he wants or what he is conditioned to see. And what he 
sees is but the ephemeral conflict or cooperation of social forces, 
which carry no significance transcending the configurations of the 
moment. Of this conception of politics and of man’s understanding of 
it, the natural and well-nigh inevitable result is the ascendancy of the 
process of teaching over the substantive truth to be taught, of the 
methodology of investigation over investigation itself, of practical 
over theoretical concerns. Where no objective, universal truth is 
recognized, no such truth can be taught; and where the political world 
is conceived as the interplay of ephemeral social forces, the enter- 
prise of education is reduced to learning how to discern these forces 
and how to avoid getting caught in the interplay. This reduction of 
political education to a technical, descriptive, methodological, and 
ameliorative enterprise is exemplified by the American sciences of 
politics and of international relations. 


THE PRACTICALITY OF AMERICAN POLITICAL SCIENCE 


THE IMPULSE to which American political science owes its existence 
was overwhelmingly practical. It was nourished from two roots, one 
of which it has in common with all of modern political science while 
the other is peculiar to itself. 

Political science as an academic discipline everywhere in the West- 
em world owes its existence to the disintegration, after their last 
flowering in the early nineteenth century, of the great philosophic 
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systems that had dominated Western thought, and to the concomitant 
development of the empirical investigation of the social world. All the 
social sciences are the fruit of the emancipation of the Western mind 
from metaphysical systems that had made the social world primarily 
a subject for metaphysical speculation and ethical postulates. In 
certain fields, such as economics, that emancipation occurred early; in 
others, such as political science, it occurred relatively late. 

This antispeculative and empirical tendency of Western thought, 
as it developed in the second half of the nineteenth century, could not 
but find a ready and, as it were, natural response in the propensities of 
the American mind. Yet while European political thought continued 
to combine an antimetaphysical position with concern for theory, 
American political science was overwhelmed by the practical prom- 
ises of the new discipline. The first departments of political science 
were established in America in the eighties of the last century, not for 
the purpose of theoretical understanding, let alone philosophic specu- 
lation, but primarily for the purpose of meeting the practical exigen- 
cies of the day. American political science has retained a predomi- 
nantly practical orientation during the better part of its history. 

Having responded to the ever changing demands of practice in a 
pragmatic spirit, American political science has no theoretical unity 
either in content or in method. To pick out at random some courses 
from two departments of political science with which I am familiar, 
what have “Plato's Political Philosophy and its Metaphysical Founda- 
tion” and “The Politics of Conservation” in common, or “General 
Principles of Organization and Administration” and “International 
Law,” or “Conduct of American Foreign Relations” and “Introduction 
to Jurisprudence,” or “Nationalism” and “Political Behavior and Pub- 
lic Policy,” or “Russian Political and Economic Institutions” and “Pub- 
lic Personnel Administration’? The only common denominator that 
now ties these courses loosely together is a general and vague orienta- 
tion toward the nature and activities of the state and toward activities 
that in turn have a direct bearing upon the state. 

Political science has not generally been able to make that distinc- 
tion that is a precondition for the development of any true science: 
the distinction between what is worth knowing intellectually and 
what is useful for practice. It is this distinction that economics and 
sociology accomplished some decades ago when schools of business, 
home economics, retailing, social work, and the like took over the 
practical concerns that at best develop practical uses for theoretical 
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‘knowledge or else have but the most tenuous connection with it. 
Improvement of the processes of government is still generally con- 
sidered not only a worth-while activity to be engaged in by political 
scientists but also a legitimate, and sometimes even the only legiti- 
mate, element of political science as an academic discipline, to be 
taught under any of the course headings composing its curriculum. 
American political science has been committed largely to the prac- 
tical goals of liberal reform. Each major achievement in the direction 
.of one of these goals was expected to bring society that much closer 
to solving once and for all one of the perennial problems of politics, 
such as inequality, insecurity, conflict, violence, power itself—and 
none ever did. The old problems reappeared in a new garb, mocking 
the scientific pretenses and eschatological expectations of liberal 
political science, and yesterday’s hope and today’s achievement be- 
came tomorrow’s illusion. To this succession of blows that liberal 
politics suffered at the hands of experience must be attributed in good 
measure its disenchantment with reform and its decline in creative 
thought and action. The grand ameliorative schemes of liberal politi- 
cal science petered out in proposals for piecemeal improvements from 


‘which no great things could be expected. 


THE CATCHALL OF “INTERNATIONAL RELATIONS” 


THE DEVELOPMENT and nature of international relations as an aca- 
demic discipline parallel those of political science. When after the 
First World War the study of international relations gained recogni- 
tion as an independent academic discipline, it had three main intel- 
lectual interests: history, international law, and political reform. It is 
not by accident that the first two occupants of the first chair of inter- 
national politics, the one that was founded in 1919 at the University of 
Wales, were distinguished historians, Professors Zimmern and Web- 
ster. Of course there can be no doubt that knowledge of history, and 
more particularly of diplomatic history, forms an indispensable ele- 
ment of international relations; but, as will be shown later, while the 
student of international relations must have a thorough knowledge 
of history, his intellectual interest is not identical with that of the 
historian. 

Obviously the intellectual interest of international relations is in the 
present and the future rather than in the past, and especially in the 
interwar years that interest was conceived in terms of international 
law. International relations were considered to move on two different 
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levels: the legal one, which presented the rules by which states were 
supposed to act, and the empirical one, which showed how they 
actually did act in view of the rules of international law. Thus general 
history, diplomatic history, and international law became three cor- 
nerstones of the study of international relations. 

The fourth cornerstone of the study of international relations is less 
easy to identify. For it is formed by the aspirations for a better world, 
morally respectable in themselves but vaguely conceived and identi- 
fied with whatever remedy seems to be fashionable at a particular 
time. Thus we find that the focus of academic interest changes con- 
tinuously in accordance with the preferences of public opinion, cen- 
tering on disarmament one day, arbitration the next, the League of 
Nations or the United Nations another, collective security still an- 
other. 

The interstices between those four cornerstones are filled in with an 
incoherent collection of fragmentary knowledge ranging the whole 
gamut of academic disciplines and having only one thing in common: 
that they transcend the boundaries of a particular nation. At the 
International Institute of Intellectual Cooperation in 1935, Professor 
Mantoux seems to have well summarized the consensus of its meetings 
when he said: 


One can without doubt call “international” any phenomenon be- 
cause it belongs to all countries. Anything one wants te then becomes 
international. From this point of view, seasickness is an international fact; 
not only does one experience it on all oceans; but there are societies against 
that disease, and one can conceive of an international league whose purpose 
it is to do research and compare the methods with which to combat the 
disease. 


It could not have passed unnoticed that the intellectual unity of an 
academic field thus established was bound to be of a most superficial 
nature, and that where there occurred real integration and cross-ferti- 
lization among several academic disciplines, credit was due to the 
creative process occurring in the minds of outstanding students rather 
than to the academic organization of the field. 


“AREA STUDIES” 


THE PROBLEMS with which area studies must cope are similar, mutatis 
mutandis, to those with which the academic discipline of international 
relations has dealt thus far without spectacular success. The central 
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problem is again that of focus. The type of area study prevalent today 
owes its existence to the practical need to prepare members of the 
armed forces for service in foreign countries during the Second World 
War. Those who were expected to take responsible positions in for- 
eign countries had to get acquainted as quickly as possible with the 
language, geography, culture, and history of those countries. Not only 
were these training courses successful in their immediate purpose; 
they also put into sharp focus a foreign area not in terms of the tradi- 
tional academic disciplines but, as it were, in terms of the characteris- 
tics and problems of the area itself upon which the methods of all the 
relevant disciplines would be brought to bear. The process by which 
this objective is to be accomplished is generally called “integration”; 
the effect of this process upon the minds of the students goes by the 
name of “cross-fertilization.” 

Practical needs, if on a higher intellectual level, still provide one of 
the major arguments in favor of area studies; they are also apparent in 
the selection of the areas most frequently studied. Russia and Asia vie 
with each other for the attention of students and the commitment of 
resources. It is not by accident that it is with those areas that Ameri- 
can foreign policy is primarily concerned, that knowledge of them is 
fragmentary, and that the supply of experts available for government 
service falls drastically below demand. Nor is it an accident that the 
regions upon which area studies are centered are generally defined in 
terms that coincide with the areas of political interest. Since the re- 
gions of prime political importance seem already to be adequately 
covered, latecomers among university administrations have been 
known to search for empty spaces on the map that they might cover 
with an institute for area studies. 

The purely intellectual objectives that are connected with area 
studies—generally in theory and sometimes also in practice—number 
three. One stands on the border line between theory and practice, 
one is conceived from the perspective of the social sciences, and one 
stems from that of the humanities. Area studies are aimed at convey- 
ing the experience of cultural relativity that will enable us to do 
justice to foreign cultures in our intellectual judgment, moral evalua- 
tion, and aesthetic appreciation and will at the same time enable us to 
deal effectively with foreign areas—that is, on their own terms rather 
than through the imposition of our culture on theirs. Furthermore, 
area studies are expected to contribute to the development of a uni- 
versal social science, which will arise from the isolation, analysis, and 
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comparison of similar phenomena in different cultures. Finally, they 
are supposed to provide the intellectual and aesthetic satisfaction 
that comes from the understanding of any culture in all its manifesta- 
tions. 

It is obviously impossible to plan for all of these ends with equal 
emphasis at the same time. There can be little doubt that in practice, 
as concerns the delimitation and selection of areas as well as the de- 
velopment of concrete research projects, practical considerations have 
generally prevailed over purely intellectual ones. 


THE PHILOSOPHIC BASIS OF POLITICAL SCIENCE 


What, THEN, ought a science of politics, domestic and international, 
to be like, that does justice both to its scientific pretense and to its 
subject matter? The answer to this question, insofar as it concerns the 
scientific pretense of political science, derives from three basic propo- 
sitions: the importance of political philosophy for political science, 
the identity of political theory and political science, the ability of 
political science to communicate objective and general truth about 
matters political. 

Political science, like all science, is both in the general conception 
of its scope and method and in its particular concepts and operations 
a—largely unavowed—reflection of philosophic propositions. Even 
the most antiphilosophic science of politics is founded upon a philo- 
sophic understanding of the nature of man and society and of science 
itself. That understanding is philosophic in that its validity does not 
derive from its being capable of empirical verification (although it 
may be so verified ), but rather from its logical consistency with cer- 
tain general propositions that claim to present the true nature of 
reality. Political science needs neither to prove nor to disprove the 
philosophic validity of these propositions but must assume the fallacy 
of some and the validity of others. The choice of these philosophic 
assumptions cannot but limit the scope, outlook, method, and purpose 
of political science. Political science is of necessity based upon and 
permeated by a total world view—religious, poetic as well as philo- 
sophic in nature—the validity of which it must take for granted. 

During most of the history of Western political thought, the func- 
tions of political philosophy and political science were united in the 
same persons. The great political philosophers were also the great 
political scientists deriving concrete, empirically verifiable proposi- 





| 


} 























Education and World Politics 127 


tions from abstract philosophic ones. If the disintegration of the great 
political systems in the nineteenth century and the concomitant de- 
velopment of a separate political science had led only to a division of 
labor between political philosophy and political science, no objection 
on principle would have been in order. However, the denial of the 
legitimacy and relevance of political philosophy for political science, 
prevalent in our day, is quite a different matter. For by denying that 
legitimacy and relevance, political science cuts itself off from the very 
roots to which it owes its life, that determine its growth, and that give 
it meaning. A political science that knows nothing but its own subject 
matter cannot know even that subject matter well. Contemporary 
political science, predominantly identified with a positivistic philos- 
ophy that is itself a denial of virtually all of the philosophic traditions 
of the West, has mutilated itself, as it were, by refusing itself access 
to the sources of insight available in the great philosophic systems of 
the past. Yet without that access it cannot even recognize, let alone 
understand, some of the perennial problems of politics that contempo- 
rary experience poses with almost unprecedented urgency. 

Why is it that all men lust for power; why is it that even their 
noblest aspirations are tainted by that lust? Why is it that the political 
act, in its concern with man’s power over man and the concomitant 
denial of the other man’s freedom, carries within itself an element of 
immorality and puts upon the actor the stigma of guilt? Why is it, 
finally, that in politics, good intentions do not necessarily produce 
good results and well-conceived plans frequently lead to failure in 
action; and why is it, conversely, that evil men have sometimes done 
great good in politics and improvident ones have frequently been suc- 
cessful? Here we are in the presence of the mystery, the sin, and the 
tragedy of politics. The problems that these questions raise are not 
scientific but philosophic in nature. Yet without the awareness of 
their legitimacy and relevance, political science is precluded from 
even raising certain problems essential to the scientific understanding 
of politics. 


THE DIVORCE OF POLITICAL SCIENCE FROM 
POLITICAL THEORY 


THE SAME antiphilosophic position, prevalent in contemporary politi- 
cal science, is responsible for the common distinction between politi- 
cal theory and political science. Theory, being by definition useless 
for practical purposes, was assigned an honorific but ineffectual posi- 
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tion in the curriculum, and main emphasis was placed upon science, 
whose immediate usefulness for society the natural sciences seemed to 
have demonstrated. 

Perhaps no event has had a more disastrous effect upon the de- 
velopment of American political science than this dichotomy between 
political theory and political science. For it has made political theory 
sterile by cutting it off from contact with the contemporary issues of 
politics, and it has tended to deprive political science of intellectual 
content by severing its ties with the Western tradition of political 
thought, its concerns, its accumulation of wisdom and knowledge. 
When American political science became sporadically aware of that 
impoverishment suffered by its own hands, it resorted to the remedy 
of adding more courses in political theory to the curriculum, or 
making them compulsory, or requiring knowledge of political theory 
in examinations. However, the remedy has been of no avail; for it 
derives from that dichotomy between political theory and political 
science which is at the root of the disease itself. 

The very distinction between political theory and political science 
is untenable. Historically and logically, a scientific theory is a system 
of empirically verifiable, general truths, sought for their own sake. 
This definition sets theory apart from practical knowledge, common- 
sense knowledge, and philosophy. Practical knowledge is interested 
only in truths that lend themselves to immediate practical application; 
common-sense knowledge is particular, fragmentary, and unsystem- 
atic; philosophic knowledge may be, but is not of necessity, empiri- 
cally verifiable. What else, then, is scientific knowledge if not theory? 
It follows that political science cannot be made more theoretical by 
increasing emphasis upon the separate field of political theory, but 
only by infusing all branches of political science susceptible of theo- 
retical understanding with the spirit of theory. 

The same philosophic position that has made political science dis- 
parage philosophy and separate itself from theory has also made it 
deny the existence and intelligibility of objective, general truths in 
matters political. That denial manifests itself in different ways on dif- 
ferent levels of discourse. On the level of the general theory of democ- 
racy, it leads to the conclusion that the decision of the majority is the 
ultimate datum beyond which neither analysis nor evaluation can go. 
On the level of analysis of political processes and decisions, it reduces 
political science to the explanation of the ways by which pressure 
groups operate and the decisions of government are reached. A politi- 
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cal science thus conceived limits itself to the descriptive analysis of 
a complex of particular historic facts. Its denial of the existence and 
intelligibility of a truth about matters political that exists regardless 
of time and place implies a denial of the possibility of political theory 
in both its analytical and normative senses. What a political science of 
the past has discovered to be true, then, is true only in view of the 
peculiar and ephemeral historic circumstances of the time, carrying 
no lesson for us or any other period of history, or else is a mere re- 
flection of the subjective preferences of the observer. The political 
science of the past is thus reduced, insofar as it seeks empirical anal- 
ysis, to the description of an ephemeral historic situation, and as 
normative theory it becomes undistinguishable from political ide- 
ology. 

This being so, contemporary political science is caught in the same 
relativistic dilemma and is no more able to transcend the limitations 
of time and place than were its predecessors. Either it will be tempted 
to overcome the limits of its relativistic assumptions, whose nihilistic 
consequences it is unable to face, by taking flight in a subjective 
dogmatism that identifies the perspective and preferences of the ob- 
server with objective general truth—thus becoming the ideology of a 
particular view of society, reflecting particular social interests—or else 
it will travel the relativistic road to the end and surrender the very 
concept of objective, general truth, concluding from the subjectivity 
of its own insights that there is nothing but opinion and that one opin- 
ion is as good as another, provided society does not object to it. 

We cannot enter here into a detailed discussion of this fundamental 
problem: two observations must suffice. Political science, like any 
science, presupposes the existence and accessibility of objective, gen- 
eral truth. If nothing that is true regardless of time and place could 
be said about matters political, political science itself would be im- 
possible. Yet the whole history of political thought is a living monu- 
ment to that possibility. The relevance for ourselves of insights that 
political scientists of the past, reflecting upon matters political under 
the most diverse historic circumstances, considered to be true, points 
toward the existence of a store of objective, general truths that are as 
accessible to us as they were to our predecessors. If it were otherwise, 
how could we not only understand but also appreciate the political 
insights of a Jeremiah, a Kautilya, a Plato, a Bodin, or a Hobbes? 

A theory of politics, domestic or international, must search for the 
truth about matters political. In that search it is subject to a purely 
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pragmatic test. Does this theory broaden our knowledge and deepen 
our understanding of what is worth knowing? If it does, it is good; 
and if it does not, it is worthless, regardless of its a priori assumptions, 

The content of theory, then, must be determined by the intellectual 
interest of the observer. What is it we want to know about politics? 
What concerns us most about it? What questions do we want a theory 
of politics to answer? The replies to these three questions determine 
the content of political science; and the replies may well differ, not 
only from one period of history to another but from one contempo- 
raneous group of observers to another. 

Hypothetically one can imagine as many theories of politics as there 
are legimate intellectual perspectives from which to approach the po- 
litical scene. But in a particular culture and a particular period of his- 
tory, there is likely to be one perspective that for theoretical and 
practical reasons takes precedence over the others. At one time theo- 
retical interest was focused upon the constitutional arrangements 
within which political relations took place; in view of the theoretical 
and practical problems to be solved, this was then a legimate interest. 
At another time in the history of political science, theoretical interest 
was centered upon political institutions and their operations; in view 
of what was worth knowing and doing at that time, this theoretical 
interest was again legitimate. Thus political science is like a spotlight 
that, while trying to illuminate the whole political world, focuses in 
one period of history upon one aspect of politics and changes its focus 
in accordance with new theoretical and practical concerns. 


THE STRUGGLE FOR POWER AS THE CENTRAL CONCEPT 
OF POLITICAL THEORY 


In our PERIOD of history, the justice and stability of political life is 
threatened, and our understanding of the political world is chal- 
lenged, by the rise of totalitarianism on the domestic and international 
scene. The novel political phenomenon of totalitarianism puts in 
doubt certain assumptions about the nature of man and of society 
that we took for granted. It raises issues about institutions that we 
thought had been settled once and for all. It disrupts and overwhelms 
legal processes on which we had come to look as self-sufficient instru- 
ments of control. In one word, what has emerged from under the sur- 
face of legal and institutional arrangements as the distinctive, 
unifying element of politics is the struggle for power, elemental, 
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undisguised, and all-pervading. As recently as at the end of the Sec- 
ond World War, it was still held by conservatives, liberals, and Marx- 
ists alike either that the struggle for power was at worst a raucous pas- 
time, safely regulated by law and channeled by institutions, or that 
it had been replaced in its dominant influence by economic competi- 
tion, or that the ultimate triumph of liberal democracy or the classless 
society, which were expected to be close at hand, would make an end 
to it altogether. These assumptions and expectations have been re- 
futed by the experience of our age. It is to the challenge of this refuta- 
tion that political science must respond, as political practice must 
meet the challenge of that experience. 

Yet while political science must thus come to terms with the prob- 
lem of power, it must adapt its emphasis to the ever changing circum- 
stances of the times. When the times tend to depreciate the element 
of power, it must stress its importance. When the times incline toward 
a monistic conception of power in the general scheme of things, it 
must show its limitations. When the times conceive of power pri- 
marily in military terms, it must call attention to the variety of factors 
that go into the power equation and, more particularly, to the subtle 
psychological relation of which the web of power is fashioned. When 
the reality of power is being lost sight of over its moral and legal limi- 
tations, it must point to that reality. When law and morality are 
judged as nothing, it must assign them their rightful place. 

It may be pointed out in passing that all great contributions to poli- 
tical science, from Plato, Aristotle, and Augustine to The Federalist 
and Calhoun, have been responses to such challenges arising from 
political reality. They have not been self-sufficient theoretical de- 
velopments pursuing theoretical concerns for their own sake. Rather 
they were confronted with a set of political experiences and problems 
that defied understanding with the theoretical tools at hand. Thus 
they had to face a new political experience, unencumbered by an in- 
tellectual tradition that might have been adequate to preceding ex- 
periences but that failed to illuminate the experience of the contempo- 
rary world. Thus they were compelled to separate in the intellectual 
tradition at their disposal that which was historically conditioned 
from that which was true regardless of time and place, to pose again 
the perennial problems of politics, and to reformulate the perennial 
truths of politics, in the light of the contemporary experience. This 
has been the task of political science throughout its history, and this 
is the task of political science today. There is, then, in political science 
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what might be called a “higher practicality,” which responds to prac- 
tical needs not by devising practical remedies but by broadening and 
deepening the understanding of the problems from which the prac- 
tical needs arise. 

By making power its central concept, a theory of politics does not 
presume that none but power relations control political action. What 
it must presume is the need for a central concept that allows the ob- 
server to distinguish the field of politics from other social spheres, to 
orient himself in the maze of empirical phenomena that make up that 
field, and to establish a measure of rational order within it. As 
economics is centered upon the concept of interest defined as wealth, 
its accumulation and distribution, so political science is centered 
upon the concept of interest defined as power, its accumulation, 
distribution, and control. A central concept, such as power, then 
provides a kind of rational outline of politics, a map of the political 
scene. Such a map does not provide a complete description of the 
political landscape as it is in a particular period of history. Rather 
it provides the timeless features of its geography distinct from their 
ever changing historic setting. Such a map, then, will tell us what 
are the rational possibilities for travel from one spot on the map 
to another, and which road is most likely to be taken by certain 
travelers under certain conditions. Thus it imparts a measure of 
rational order to the observing mind and, by doing so, establishes 
one of the conditions for successful action. 

A theory of politics, by the very fact of painting a rational picture of 
the political scene, points to the contrast between what the political 
scene actually is and what it tends to be but can never completely be- 
come. The difference between the empirical reality of politics and a 
theory of politics is like the difference between a photograph and a 
painted portrait. The photograph shows everything that can be seen 
by the naked eye. The painted portrait does not show everything that 
can be seen by the naked eye, but it shows one thing that the naked 
eye cannot see: the human essence of the person portrayed. Thus a 
theory of politics must seek to depict the rational essence of its subject 
matter. 

By doing so, a theory of politics cannot help implying that the 
rational elements of politics are superior in value to the contingent 
ones and that they are so in two respects. They are so in view of the 
theoretical understanding that theory seeks; for its very possibility 
and the extent to which it is possible depend upon the rationality of its 
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subject matter. A theory of politics must value that rational nature of 
its subject matter for practical reasons also. It must assume that a 
rational policy is of necessity a good policy; for only such a policy 
minimizes risks and maximizes benefits and hence complies with both 
the moral precept of prudence and the political requirement of suc- 
cess. A theory of politics must want the photographic picture of the 
scene to resemble its painted portrait as much as possible. 

Hence a theory of politics presents not only a guide to understand- 
ing but also an ideal for action. It presents a map of the political scene 
not only in order to understand what that scene is like but also in order 
to show the shortest and safest road to a given objective. The use of 
theory, then, is not limited to rational explanation and anticipation. A 
theory of politics also contains a normative element. 


A THEORETICAL FOUNDATION FOR AREA STUDIES 


THE APPLICATION of these general reflections to area studies leads to 
the conclusion that what both area studies and international relations 
need is a theoretical foundation. Area studies have suffered from 
the exclusive concern with empirical knowledge, while the academic 
discipline of international relations has been frustrated by eclecticism 
without theoretical focus. 

Underlying all area research must be the awareness that all the 
specific manifestations of a particular culture contain an element of 
universality, however undiscoverable or unprovable it may be in a 
particular instance. Area research, then, must take into account an 
element that transcends the limits of any particular area. More than 
that, it is this transcendent element that makes area research possible 
in the first place. For if we could not assume that, while investigating 
a foreign area, we should find not only things that are strange but also 
things that are familiar, we would not be able even to try to under- 
stand a foreign area and would face it uncomprehendingly. 

The element of universality, transcending any particular area and 
common to all, may be called human nature. However different its 
specific manifestations at different times and places, it is the same 
everywhere and at all times. Without assuming its identity in time 
and space, we could see in other cultures, past or present, nothing 
more than either a mass of incomprehensible facts or a distorted 
image of our own culture. Thus every historian and area specialist 
must assume implicitly the identity of human nature in time and space 
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in order to be able to understand at all, however loudly he may deny 
its existence. At this point we come face to face with what is perhaps 
the most serious shortcoming of contemporary area studies. 

Contemporary area studies assume that the key to the understand- 
ing of a foreign area lies in the investigation of the specific phenomena 
that make up that area. If we want to understand China we must 
study China; if we want to understand France we must study France. 
Yet might it not be said that, in order to understand China or France 
or any other area, it is first necessary to understand mankind, of which 
all areas are but particular manifestations? If I know something about 
human nature as such, I know something about Chinese and French- 
men, for I know something about all men. It is true that this some- 
thing I know about all men is general and liable to lead me astray if I 
try to explain through it the concreteness of a particular historical situ- 
ation. Yet without such a conception of human nature, made articu- 
late in a philosophy of man and society, a foreign area can be no more 
than a mysterious oddity, attractive or repulsive as the case may be, 
and at best to be understood in terms of one’s own culture. 

That this is not mere idle speculation everyday experience shows. 
Why is it that I am able to understand the Homeric heroes or Chau- 
cers pilgrims without having mastered the area research of ancient 
Troy and medieval England? Why is it that I am able to comprehend 
the domestic and foreign policies of contemporary Russia without be- 
ing an area specialist in the Russian field? Why is it that I have a gen- 
eral understanding of contemporary China while I am virtually igno- 
rant about China as an area? Why is it that the members of the British 
foreign service have been traditionally trained in the humanities and 
more particularly in the classics and then sent in succession to the 
four corners of the earth, showing frequently superb understanding 
of the areas in which they worked? The answer to these questions has 
already been given: if you know something about man as such, you 
know something about all men. You know at least the contours of 
human nature, which, when superimposed upon a concrete situation, 
may get blurred here and there and which always lack specific content 
and color. It is for area studies to provide an empirical check upon 
their correctness and that specific content and color. This, then, is a 
plea not for giving up area studies as at present executed and for re- 
viving an exclusively humanistic approach, but rather for the recogni- 
tion of the limitations of both. The future of area studies seems to lie 
in a combination of both approaches, with the emphasis upon one or 
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the other according to the qualifications and preferences of the group 
undertaking such research. 

A word might be said in passing about the lessons to be learned 
from the traditional classical studies, which frequently have been 
referred to as the prototype of the area studies of our day. This they 
are not; for what distinguishes traditional classical studies and con- 
temporary area studies is exactly the philosophical orientation in the 
former and the lack of such orientation in the latter. The rationale 
underlying classical studies was no practical purpose or curiosity for 
its own sake or a special research interest, but the conviction that in 
the civilizations of ancient Greece and Rome the nature of man in all 
its manifestations could be detected in its purest form, to be emulated 
by the generations to come. The error of that approach was its 
cultural absolutism, which took classical civilization to be the norm 
by which all other civilizations were to be judged. The truth of 
classical studies, largely ignored by contemporary area studies, is to 
be found in their conviction, accepted as self-evident, that the study 
of any civilization requires an underlying conception of the nature of 
man that gives direction and form to the research to be undertaken. 


INTERNATIONAL RELATIONS: THE PRIMACY OF POLITICS 


SINCE WHAT IS WRONG with area studies also handicaps international 
relations as an academic discipline, the remedies in both cases must 
be, mutatis mutandis, the same. We have seen that international re- 
lations has concerned itself indiscriminately with everything that is 
“international”—that is, that transcends the boundaries of a particular 
nation. To establish an academic discipline with the adjective “inter- 
national” as its focus is obviously no more possible than to center one 
on the adjective “national.” Such attempts, on the national or inter- 
national level, will lead either to the restoration, by dint of their own 
logic, of the traditional academic disciplines and consequently to the 
frustration of interdisciplinary integration, or else to the drowning of 
all discipline in a chaotic mass of unrelated data which will at best 
receive from the ever changing whims of public opinion a semblance 
of order and direction. 

International relations as an academic discipline, no less than area 
studies, requires a hierarchy of intellectual interests, one of which is 
predominant, providing the principle of integration, while the others 
are subsidiary, supplying the knowledge necessary for the satisfaction 


of the predominant interest. 


- 
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What is the predominant interest of international relations as an 
academic discipline? Two different answers must be given to that 
question. The first is identical with the one we gave when we raised 
the same question with regard to area studies. That is to say, the 
possible predominant interests are as numerous as are the legitimate 
objects of intellectual curiosity. It is, then, as legitimate to put eco- 
nomics in the center of international relations as it is to put law or 
geography there and to subordinate other disciplines to the predomi- 
nant economic, legal, or geographical interests. In this view as many 
“sciences” of international relations are possible as there exist pre- 
dominant interests that correspond to legitimate objects of intellectual 
curiosity. 

The other answer to the question of what the predominant interest 
of international relations must be assumes that among a number of 
legitimate interests there is one that demands special attention in a 
particular period of history. The educator must ask himself which 
among the many foci of international relations is most important for 
the student's interest to center upon, and the scholar must ask himself 
which among the many perspectives from which one can investigate 
international problems is most important from the theoretical and 
practical point of view. Today most institutions and students have 
turned to the study of international relations because of their interest 
in world politics. The primacy of politics over all other interests, in 
fact as well as in thought, insofar as the relations among nations and 
areas are concerned, needs only to be mentioned to be recognized. 
The recognition of this primacy of politics cannot but lead to the sug- 
gestion that, among the legitimate predominant interests upon which 
international relations as an academic discipline might be focused, 
international politics should take precedence over all others. 


POLITICAL LEADERS AS EDUCATORS 


Wuze rr 1s the task of political education to communicate the truth 
about matters political, it is an illusion, to which professional educa- 
tors are prone, to believe that the success of the educational enterprise 
depends primarily upon the quality and quantity of professional edu- 
cation. This is not necessarily so in any field of education, and it is not 
even typically so in the field of political education. 


It is an obvious fact of experience that professional education is only 
one—and not necessarily the most important—among several factors 
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that mold the mind and character of those to be educated. Family, 
society, the experiences of life itself are more persistent and authori- 
tative teachers than the schools. The schools can support, articulate, 
and interpret the teachings of family, society, and life. They could 
hope for no more than at best an esoteric success if they were to deny 
outright the validity of these teachings. Education, to be effective, 
must be organically attuned to the totality of educational influences to 
which the individual is subject. 

This organic relationship between professional education and the 
totality of educational experience is strikingly revealed in the field of 
political education. The measure of success that education in world 
affairs has had in the United States in recent years is not primarily due 
to the quality and quantity of its professional manifestations, but to 
the experiences that the American people have undergone during and 
after the Second World War and to their interpretation by political 
leaders. What is being taught today in American colleges, say, about 
the balance of power, to be accepted almost as a matter of course, was 
taught, however sporadically, thirty and twenty years ago, only to be 
dismissed as absurd. It is not professional education that has made 
political understanding in this respect possible. Rather it is political 
experience that has made plausible the truth to be taught profession- 
ally. Professional education has proven the validity of political experi- 
ence through historic example and analytic demonstration. Without 
that experience, however, political education would have remained 
as ineffective as it was before, while without professional edu- 
cation political experience would have remained unconvincing and in- 
articulate. What has been said of the three stages through which all 
truth must pass applies with particular force to political truth: first, 
people dismiss it as impossible; next, people dismiss it as immoral; fi- 
nally, people accept it as self-evident. 

What pushes this process of political education forward from intel- 
lectual and moral rejection to general acceptance is neither profes- 
sional education nor political experience itself. For the former does 
not have the authority to obtain acceptance for a political truth that 
society at large initially rejects, and the latter is by itself without the 
articulate persuasiveness to carry its implicit message. This achieve- 
ment of political education is the task of political leadership. Only 
those whom the people have elected because they have confidence in 
them, or those in whose judgment the people otherwise confide, can 
make the truth of political experience explicit. For only they have the 
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authority to gain acceptance for a political truth that is not self- 
evident from the outset. What they need is the political judgment to 
see the truth and the political courage to tell it. Thus the most ef- 
fective political educators in America have been the great Presidents, 
senators, and commentators. 

For their authority there is no substitute, either in professional edu- 
cation or elsewhere. Nor is there elsewhere a real substitute for the 
other two requirements: political judgment and political courage. 
Professional education may supply them in rather rare instances. But 
without the authority of the political leader, the voice of professional 
education does not carry far. 




















Closing the Gap Between the 
Scientists and the Others 


MARGARET MEAD 


RECENT ATTENTION to the state of science teaching in the United 
States, and the images of science and of scientists held by American 
school children and the American public, document a situation that 
has been developing over the last fifty years—at first slowly and in- 
sidiously but since World War II at an accelerated pace. Increas- 
ingly, school children and those adults in our society who are not 
directly concerned with science have come to feel that science is 
something different and alien, a discipline they neither can nor care 
to understand.! Where once there was a continuum within which 
all educated people knew some science and, without being able to 
produce in a scientific field, were capable of appreciating scientific 
advances—which was substantially the position of college graduates 
fifty years ago—there is today hardly any sense of a continuum. The 
scientist or the schoolboy (it is almost always a boy) who is 
identified by teachers and fellow students as a future scientist is set 
apart by the very nature of his interests and is regarded by non- 
scientists as a person who has restricted himself by choice to the 
company of other scientists, unsuitable both as marriage partner 
and as friend. 

The troubling aspect of this situation is that matters do not improve 
appreciably when the image of the scientist is a “positive” rather 
than a “negative” one. A study made for the American Association 
for the Advancement of Science showed that a concerted effort to 
communicate a positive image to school children has had consider- 
able success. The students could discuss the dedication demanded 
of a scientist; the years of patient work; the toleration of frustration 
if after all those years one found one was wrong; the responsibility 
and integrity demanded of one who was the custodian of truth, of 
mankind’s welfare, and of the safety of his country, and who must 
be immune to temptation and relentlessly devoted to his work. 

- But this image of dedication does not attract students; like the 
images drawn from the mass media of the scientist as a mad, godless 








140 MARGARET MEAD 


“brain” or a sort of “sorcerer’s apprentice,” it repels. In part this 
repulsion may be attributed to the shift of young Americans’ values 
away from areas of work that require long-time commitments and 
toward their present preference for home life over careers. But also, 
in an age when young people are seeking for warmer, more alive 
human relations, account must be taken of the extent to which 
scientific work was pictured by the high school students examined 
in our study as “uninteresting,” “boring,” and concerned mainly with 
dead things. For such categories as “organic” and “inorganic,” 
today’s students have substituted “alive” and “dead,” and they see 
science as concerned primarily with the latter. In addition to mathe- 
matics, physics, and chemistry, the so-called life sciences are seen 
as concerned with dead animals (or parts of dead animals), or with 
living animals that are caged ready for death, or with organ systems 
of the human body abstracted for study. Scientists in other branches 
are seen as concerned with stars outside the living world, or, most 
significantly, with archaeology and the digging up of masses of 
potsherds in dead cities. The absence from this picture of the study 
of living things outside a laboratory and of any knowledge of or 
interest in the human sciences is striking. These images, held by 
students who are the coming citizenry of a country that must make 
ever greater efforts to find and to educate scientists and scientific 
workers of all kinds, to finance scientific research, and to legislate in 
a world transformed by science, present a serious challenge. Although 
a few steps to alter these images can be taken through the mass media, 
the causes lie deeper and call for more intensive remedies. 

We are, in fact, in danger of developing—as other civilizations 
before us have developed—special esoteric groups who can commu- 
nicate only with each other and who can accept as neophytes and 
apprentices only those individuals whose intellectual abilities, 
temperamental bents, and motivations are like their own. A schismo- 
genic process is under way that is self-perpetuating and self- 
aggravating.” 

When the American high school system shifted from the school 
that prepared a small number of students for the university and that 
had a curriculum in which mathematics and science were taken for 
granted, to the school that had the diversified curriculum believed 
necessary for the education of all young people—with a wide range 
of capabilities, backgrounds, career choices, and possibilities—the 
way was open for the operation of a selective process within which 
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only those students who “liked” or were “good at” mathematics and 
physics elected these subjects. Classes no longer consist of a group 
of intelligent students with a wide scatter of abilities whose mental 
processes include a variety of sensory modalities and whose 
preferences range from the classics to the construction of machine 
models. Rather, in each class, the students are self-selected, 
_ yocationally guided, parent-pushed, and university-pulled in their 

choices. They choose against science unless they have the specific 
type of mind believed to be “good at” it and the kind of single-minded 
devotion to the smell of a laboratory that leads them to prefer 
working there, not only to going to the ball field or the corner drug- 
store but also to working in a library or studio. 

By World War II the future young scientist was well separated 
from his fellows, and at the college level the engineering student 
was expected to have difficulty in writing English and to abhor the 
humanities, just as students of the humanities were expected not to 
understand and to abhor mathematics and science. By this time, too, 
the steadily widening distance between students in the different 
fields was beginning to show up in the elementary schools. And in 
colleges and universities there was a hardening of the reaction 
formations so apparent in the humanities today, in which students 
of the humanities, as they lost their hold on contemporary 
developments in science, began to stress their monopoly of eternal 
values. 

However, although science itself is a unique development in 
human thought, the situation in which small groups of specialists 
elaborate esoteric knowledge that becomes progressively more 
inaccessible to the rest of society is not historically unique. It has 
existed in many societies as a concomitant of the invention of script, 
especially of a script for whose use a detailed knowledge of a long 
classical tradition was necessary—as in Chinese or Arabic. Then the 
selection of a few children in each generation with the necessary 
special abilities assured not only the continuance of the tradition but 
also its ingrown feeding upon itself until conquest, revolution, or 
violent culture contact toppled the system and shook the esoteric 
priests or teachers out of their isolation. 

But there are two aspects of twentieth-century science for which 
we have no historical parallels. The first is its progressive growth, 
each step of which makes other steps possible—in contradistinction 
to learning in past civilizations, which did not involve the built-in 
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possibility of such continuous cumulative discovery. The second— 
and even more important—aspect is the changed pace of discovery. 
Both of these aspects, peculiar to modern science, have been 
conducive to the development of a style of cultural transmission that 
departs sharply from the age-old methods man has used to 
consolidate the gains and insights of one generation by teaching 
them—sometimes articulately and sometimes inarticulately—to the 
next generation. 

It has been characteristic of all earlier forms of cultural 
transmission that new intellectual acquisitions—such as script, 
mathematical calculation, prosody—have been taught in face-to-face 
situations by adults who knew to children and adolescents who did 
not yet know. However great was the delight of communicating a 
new advance to one’s highly trained peers, the peers were few 
enough, the need for apprentice learners was great enough, and the 
pace of discovery was slow enough so that the process of teaching— 
or, stated another way, the process of incorporating the appropriate 
learning steps in the formation of the new knowledge—was an 
integral part of the development of theory and practice. However 
exciting and rewarding a shorthand conversation with the few adults 
who could immediately grasp a new discovery through the use of 
specialized vocabularies and precise language systems, however 
strong the tendency toward isolation and the proliferation of coding, 
these were compensated by the need and time to teach, generation 
by generation. 

In the last twenty years this situation has changed abruptly. As 
the several sciences have begun to grow at an unprecedented rate, 
the distance from one major advance to the next is often reduced 
from fifty to five years. And now, instead of teaching a widely 
selected, intelligent student audience, more and more the young 
scientists are communicating to each other, horizontally, in highly 
specialized languages, material so new that publication is not rapid 
enough to encompass it. We now have the working conference, in 
which face-to-face communication in all sensory modalities takes 
place among a group of young scientists, all of whom speak the 
same specialized and specific language, which is supplemented by 
the type of face-to-face learning that once existed between master 
and apprentice but that today tends to get lost in formal school or 
university situations. Tremendous scientific progress is possible in 
this type of communication, where all the participants are adult, 
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highly educated, and specialized, and where the “teacher” often is 
younger than the “pupil’—where, in fact, such distinctions may 
become quite meaningless in the mutual excitement of scientific 
advance. (But, meanwhile, even the well-trained science teacher, 
cut off from these rapid interchanges in the laboratory, becomes 
steadily more isolated and his teaching more static in quality.*) 

All of us who cherish the change in pace made possible by this 
new kind of horizontal, face-to-face, multimodal transmission, which 
works even across national boundaries, inevitably will guard jealously 
any attempt that would seem to slow up this intoxicating process. 
But now we must find new educational and communication devices 
that will not sacrifice this new high level of specialized 
communication and yet will protect our society and all the 
intellectual disciplines within it from the schismatic effects of too 
great a separation of thought patterns, language, and interest between 
the specialized practitioners of a scientific or humane discipline and 
those who are laymen in each particular field.t 

At present there is a growing effort to identify those children who 
display a particular type of intellectual ability and to provide a 
special education for them. This is as necessary in the clinically 
oriented human sciences as in the physical sciences. But this effort 
ought to be complemented by an effort to teach as fully as possible 
the advances in any field to other young children, and to adolescents 
and educated adults as well, so that we may have scientifically 
literate citizens and parents. 

There is yet another urgency in spreading the understanding of 
these advances. The process of vertical communication of results 
arrived at by horizontal, face-to-face adult learning will alter the 


* This is the situation that the so-called Lexington Plan for periods of alternation 
between work in an industrial research laboratory and high school teaching is 
attempting to alleviate. 


t The stated limitations of this issue preclude a discussion of the implications of 
specialized horizontal communication in the arts and the humanities as well. 
The shortening of the period during which an art style flowers and dies in the 
modern world has been noted for a quarter of a century. So long as the arts 
fail to come to grips with the findings of those sciences that are changing the 
face of the world, there is a danger that the group within which communication 
is really possible will become narrower and narrower. Thus it is imperative for 
the arts to come to terms with the physical, biological, and social sciences, so 
as to preserve and enhance their own powers of communication. 
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vocabulary and syntax of the communicators. Thus they will be the 
more able to transmit what they know, and they themselves will keep 
in closer touch with the other specialties of our highly specialized 
societies. Any language taught only by adults to adults—or to 
children as if they were adults—becomes in certain respects “dead.” 
It fails to enlist recruits, it may lose its productivity, and it serves in 
the end primarily to separate those who know it from those who do 
not. In contrast, any language that is taught to all children attains 
a multimodal comprehensiveness that makes it a suitable vehicle 
for the thought of not only the highly intelligent but also the 
moderately intelligent and the deviantly endowed person. By 
insisting that all children, not only those children who, by joining 
the ranks of a discipline, will accentuate its highly specialized style, 
should be taught recent advances in a particular discipline, we can 
set up an automatic corrective system for the dangerous intellectual 
divergencies of vocabulary and knowledge within our society.* 
In this way we shall add to the disjunctive, horizontal, face-to-face 
adult learning the steps peculiar to the developing human mind, and 
so we shall steadily make each advance available to the whole 
society. The existence of the mass media makes it possible to combine 
this purposeful inclusion of primary learning by children with a 
different type of learning for adults. For in broadcasts and telecasts 
into the home, where the learning child and the learning and 
immediately teaching adult are included in the same audience, the 
lay adult is given a condensed experience of primary learning—of 


* To students of comparative education, it may appear obvious that this effect 
can be produced by nominally “returning to a proper standard of secondary 
school education,” or by “doing what the Russians do—insist on a heavy pro- 
gram of science and mathematics,” or by “doing what was done in the 
nineteenth century—insist that an educated man must know something about 
the developments of his day.” But I doubt that it is wise so to mask a 
recommendation based on studies of learning in nonliterate,* just literate, and 
meagerly literate* societies, on studies of the difference between primary and 
secondary learning,’ on studies of the transformations possible under conditions 
of very rapid social change,’ and on the use of the concept of redundancy 
developed by subjecting natural languages to tests of redundancy*—all of these 
very recent scientific developments. What I am proposing is not a return to 
an earlier period, but the use of new scientific knowledge about the learning 
process to facilitate a change in education that will produce a society that is 
literate in science and also in the humanities and the arts. If we want a scien- 
tifically literate society, then our recommendations—when they are derived 
from science and are new—should be stated frankly as such. 
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how he would have learned some unfamiliar subject if he had learned 
it as a child. (This is comparable to the way adult immigrants 
acquire a better understanding of the culture of the new country as 
they participate in their children’s learning. The isolated, childless 
immigrant may quickly acquire an apparent mastery of the new 
culture, but his knowledge will lack depth and be difficult to transmit 
—just as the specialized scientific languages, which are learned only 
by specialized intelligences, become steadily less communicable and 
less learnable, and so more and more isolate those who speak them 
from their fellow men who do not. ) 

Any subject, no matter how abstract, how inanimate, how remote 
from the ordinary affairs of men, remains lively and growing if taught 
to young children who are themselves growing by leaps and bounds, 
hungering and thirsting after knowledge of the world around them.® 
To children, an understanding of the world around them is as essential 
as is the tender loving care that, during this century, has been so 
exclusively emphasized in discussions of early childhood education. 
Whereas the apathy of older students whose minds have been dulled 
by years of weary, repetitive teaching may so repel the scientist who 
lives on the frontiers of new discovery that contact with them may 
exasperate rather than refresh him, the questions of young children 
can challenge the most erudite to prodigies of exposition of hitherto 
recalcitrant materials. The language of science will then become— 
for everyday use—a natural language, redundant, wide in scope, 
deeply rooted in many kinds of human experience and many levels 
of human abilities. 


REFERENCES 


1. For the image of the scientists I have drawn principally on a pilot study, made 
for the American Association for the Advancement of Science, a preliminary 
report of which was published in 1957. See Margaret Mead and Rhoda 
Métraux, “Image of the Scientist Among High-School Students,” Science, Vol. 
126 (30 August 1957) pp. 384-390. 

2. Gregory Bateson, “Ethnological Contrast, Competition and Schismogenesis,” 
and “Epilogue 1958,” Naven: A Survey of the Problems Suggested by a 
Composite Picture of the Culture of a New Guinea Tribe Drawn from Three 
Points of View, 2nd ed. (Stanford: Stanford University Press, 1958), pp. 
171-197, 280-303. 

3. Mary Capes (ed.), Proceedings of the International Conference on Small 


Groups and Group Discussions, held at Eastbourne, England, January-Febru- 
ary, 1956, under the auspices of the World Federation for Mental Health and 














146 MARGARET MEAD 


the Josiah Macy, Jr., Foundation (to be published by the ‘l'avistock Press, 
London). See brief accounts in Margaret Mead, “A Meta-conference, East- 
bourne, 1956,” ETC., Vol. XV, No. 2 (Winter 1957-58) pp. 148-151. 

. Margaret Mead, “An Investigation of the Thought of Primitive Children 
with Special Reference to Animism,” Journal of the Royal Anthropological 
Institute, Vol. 62 (1932) pp. 173-190; Margaret Mead, “Our Educational 
Emphases in Primitive Perspective,” in Charles S. Johnson (ed.), Educa- 
tion and the Cultural Process (Nashville: Fisk University, 1943), pp. 5-12. 
. George Spindler (ed.), Anthropology and Education (Stanford: Stanford 
University Press, 1955). 

. Gregory Bateson, “Social Planning and the Concept of “Deuterolearning,’” in 
Lyman Bryson (ed.), Science, Philosophy and Religion (2nd Symposiun, 
Conference on Science, Philosophy and Religion, New York, 1942), pp. 81-97; 
D. O. Hebb, Organization of Behavior: A Neuropsychological Theory (New 
York: John Wiley & Sons, Inc., 1949). 

. Margaret Mead, “Cultural Discontinuities and Personality Transformation,” 
The Journal of Social Issues, Supplement Series (Kurt Lewin Memorial Award 
Issue), No. 8, 1954. 

. J. Tanner and B. Inhelder (eds.), Discussions on Child Development. Vol. I: 
First Meeting of the World Health Organization Study Group on Psycho- 
biological Development of the Child, Geneva, 1953 (London: Tavistock Press; 
New York: International Universities Press, 1956). 


. Edith Cobb, “Ecology of Imagination in Childhood” (MS in preparation). 














Sin siiinniesaeseand ne 











The Academic Career: Notes on 
Recruitment and Colleagueship 


Davin RIESMAN 


WHO BECOMES A SCHOLAR? 


IN THIS INFORMAL consideration of the academic career in America 
today, I shall describe the pattern of recruitment into the academic 
profession, and suggest some of the ways in which this pattern has 
changed in the last generation or so. I shall discuss attitudes toward 
the college professor, and the sources of his morale. Finally, I shall 
become more personal in considering some of the perils and 
opportunities of teaching in the social sciences. As you will see, I do 
not believe that the academic world is the best of all possible ones, 
or in most ways unique. Correspondingly, I shall not use this occasion 
to try to persuade anyone to enter college teaching; rather, I hope I 
can clarify what happens to students in college to cause some of them 
to turn toward academic careers. 

We now have an extraordinary literature about the academic man 
written by novelists. As more and more writers teach English or 
creative writing, and as literature increasingly turns in on itself with 
the writer the object as well as the subject of his work, we may 
expect the continuing production of novels about college life. And 
whereas such novels once tended to concentrate on the students (as 
in George Weller’s novel of Harvard, or Percy Marks’ of Brown), 
today the faculty, and especially the administration, become fair 
game. The colleges apt to be pilloried in such accounts are those 
that seek to harbor restless writers; and the image of the academic 
profession presented in these novels—I think of the work of Mary 
McCarthy, of Randall Jarrell, of Stringfellow Barr—is taken from a 
segment of the loftier, the more experimental, and perhaps the more 


Based on a talk given in April 1958 at a symposium on “The College Teacher” 
at Wayne State University. Opportunity to work on problems of higher educa- 
tion discussed in this paper has been facilitated by a grant from the Carnegie 
Corporation. 
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bizarre institutions, and not, as one might conclude from innocent 
reading, the more benighted ones. 

While social scientists have uncovered surprisingly little about 
academic life, psychologists have frequently used college students 
for subjects of research, and they have made many studies of the 
attitudes of students and of the influence (or, more characteristically, 
lack of influence) of particular courses or programs.’ But these 
studies have seldom focused on the professor. Sociologists for the 
most part have preferred to study people quite remote from 
academia:? bums on Skid Row, migrants to Chicago or Detroit, 
immigrants, and other disadvantaged groups on the one side, and 
life in relatively small communities such as “Middletown” (with some 
discussion of the role of the local teachers college) or “Yankee City” 
or “Elmtown” on the other side. However, this is changing, and 
sociologists are beginning to study colleges along with other major 
institutions. There will shortly appear a study (commissioned by 
the Fund for the Republic) based on interviews with 2500 social 
science professors in a sample of accredited colleges and universities.’ 
Substantial investigations of colleges as institutions are under way 
at Yale, Vassar, and the University of California at Berkeley.* 

No one should underestimate the difficulty of research in an aca- 
demic community. The “natives” are often by definition individual- 
ists who will not necessarily stand still to be interviewed!* Colleges 
themselves, of course, do not stand still. They have a rapid turnover 
of students and frequently of faculty and administration; their pur- 
poses, their patterns of recruitment, and the destinations of their 
students alter even while their professed ideology may remain un- 
changed. Moreover, colleges, unlike big industry or big government, 
have not got money to spare for research (although there are one 
or two universities that are developing self-study units); in contrast 
with many industries, colleges are doing their long-range planning 
mainly on a play-it-by-ear basis.‘On many campuses the social sci- 
ence departments are not highly regarded, and they would be even 
more deprecated if they should start to study what goes on in the 
classrooms of colleagues or outside of classes.’ 

For all these reasons, therefore, not very much is known about 
what happens in college (or, for that matter, prior to college) that 
might lead a young person to consider an academic career or to reject 
it.6 Two studies recently done by faculty members at Wesleyan Uni- 
versity, however, give a rough and approximate sense as to which 
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colleges and which types of colleges send people into graduate 
schools of arts and sciences and into more or less productive careers 
as scholars.?7 These studies have surprised many educators, for they 
show that many of the leading and most distinguished universities 
(Harvard, Yale, and Princeton, for example) have turned out rela- 
tively few scientists in proportion to their graduates, whereas a 
number of small and often impoverished liberal arts colleges, pri- 
marily in the Middle West, have turned out, in proportion to their 
enrollments, a great many. Some of the colleges with distinguished 
records in this respect are well known for their educational venture- 
someness—for example Antioch, Swarthmore, Reed, and the Univer- 
sity of Chicago. But others included in this group, such as Grinnell, 
Hope, Linfield, Kalamazoo, and Wabash, are either not widely known 
or not in any way experimental; many still retain their ties with the 
Protestant churches under whose auspices they were founded. The 
Catholic colleges have a very poor record according to the criteria 
of the Wesleyan researches, as have the Southern universities save 
in one or two fields. 

There are problems in interpreting these data, especially concern- 
ing the records of the state universities, whose undergraduate bodies 
are not strictly comparable to those of most liberal arts colleges.® 
Nevertheless, a few tentative conclusions can be drawn. In the first 
place, while the Bible Belt of the South has produced mathematicians 
and poets, it is from the Protestant but not Fundamentalist colleges 
of the North that a relatively large proportion of natural and social 
scientists have come. The affinity between some versions of Prot- 
estantism and scientific work has often been remarked. For the less 
hierarchical churches of Protestantism ask the individual to determine 
his own relation to God—to search out his own cosmology. As it 
becomes secularized, this search may take scholarly form, or indeed, 
as often happened in the sixteenth and seventeenth centuries, one may 
try to reconcile science and religion through scientific work or even 
to show the glory of God through the shape of the heavens. Cor- 
respondingly, as is well known, a number of men in the older genera- 
tion of social scientists are the sons of ministers, who have found 
in a scientific career a way of sublimating or transcending some of 
the conflicts between the scientific world view and the Protestant one 
with which they grew up. 

In the second place, if one looks again at the list of institutions 
that have produced notable scholars, one sees that these colleges 
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often have drawn on rural and small-town constituencies and on the 
lower middle class in general. (That is, they have drawn on people 
who, when they landed in college, did not have a very differentiated 
or complex idea of what the world offered.] If they came from a farm, 
for example, they might have been able to see themselves getting 
away from a plow only by becoming tractor salesmen or county 
agents—and then they discovered in college that they could become 
botanists or biologists or teachers in the agricultural colleges. This 
opportunity proved to be a way of getting off the farm while still 
retaining a tie with rural life and its values. Similarly, a bright boy 
from an impoverished background might land in college without ever 
having heard that one can make a living as a physiologist or an 
astronomer. But he might have had the luck to encounter in college 
a teacher who was doing just that. If this teacher befriended him 
and offered him, so to speak, the key to the laboratory, the student 
might end up in his master’s shoes—a captive of the field whose 
horizons were thus opened to him. 

In other words, the very lack of cosmopolitanism of some of these 
colleges (especially perhaps in the Middle West), and the lack of 
cosmopolitanism of the students who in the past went there, meant 
that a teacher of even moderate quality and interest in his students 
could accumulate disciples quite readily. Conversely, the inferior 
record in the recruitment of scholars from the undergraduate popula- 
tion of the great cosmopolitan universities has in my judgment been 
partly due to the fact that students who went there have had many 
other choices in mind. (Likewise their social science professors, busy 
with graduate students, with consultantships, and with all the op- 
portunities and temptations of a metropolis, have also had other 
alternatives to looking for disciples among their undergraduate stu- 
dents.) That is, such students have found other ways to spend their 
time, even other intellectual ways, than in the laboratory or in the 
office of the favorite professor. They could envisage themselves (as- 
suming they eschewed business ) becoming diplomats, journalists, or 
TV script-writers, along with a thousand other opportunties offered 
by the big city. Moreover, students coming from homes where the 
parents themselves attended college on the one hand might think 
of an academic career as a downward step in social mobility (as 
against the upward step that it was for the farmer's son or the person 
from the lower or the lower middle class), and on the other hand, 
having already been somewhat exposed to academic values, they 
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might not be captured as readily by them through the medium of 
an exciting professor. 

We can approach some of these same matters in another way by 
reminding ourselves of the experience many prospective scholars 
have had in their high school years. Except at a rare urban institu- 
tion like Bronx Science or Hunter College High School in New 
York City, a boy or girl who is headed for science and scholarship 
feels out of place in high school. He is bookish when nobody is 
bookish, or he putters with chemicals when other boys are out on a 
date or at sports. He feels alienated and alone. He ends up as 
valedictorian, recognized only in that ambiguous way. Then he may 
be picked up by a recruiter from a college that is looking for a 
few scholars to balance its athletes and Good Time Charlies. At 
last he may find himself not alone; for the first time in his life he 
has allies and, in the person of a teacher or two, even models and 
sponsors. Moreover, the teachers can become allies against parents 
who have often felt troubled about their child’s unworldliness or 
bookishness or “queerness.” Henceforth the student may be set for 
life in a new mold and a new career, possibly discovering that the 
things that were regarded as vices in his high school years now turn 
out to be virtues. 

The Wesleyan studies, and consequently the interpretation I have 
drawn of them here, are necessarily already out of date, since the 
scholars whose careers were sufficiently advanced for statistical 
follow-up mainly attended college in the period between the two 
world wars. As readers of Sinclair Lewis and Sherwood Anderson 
will remember, this was a period in which, in the smaller and espe- 
cially in the Midwestern communities from which scholars came, 
there were often strong anti-intellectual currents; in which the 
dominant values were those of money, power, swank, Republican 
respectability, and practicality. In such a climate of opinion, it was 
understandable that professors should have been regarded as stuffy, 
as not quite manly, as occupants of an ivory tower that probably 
needed dusting. (Or alternatively, professors were regarded as 
radical cranks who could be trusted neither to teach the right brand 
of economics or theology or to provide models for the success-prone 
student.) In that climate of opinion, the handful of alienated stu- 
dents would naturally find themselves sympathizing with their col- 
lege professors; and conversely, the professors would themselves be 
looking for recruits among the students as hostages against the cul- 
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ture of Babbittry around them. For example, Veblen’s comments on 
life in the state university town such as Columbia, Missouri, fifty years 
ago, reveal how eagerly such men would have greeted a student 
who shared their contempt for the childish snobbery and intellectual 
and emotional crudity of the local businessmen and of their friends 
at the School of Commerce. Indeed, in Veblen’s book The Higher 
Learning in America, one finds a picture of the professor as a genuine 
scholar whose interests and values are brutally overridden by busi- 
nessmen, by trustees, and by their strong-arm representative in the 
president's chair. 

In such a pattern of recruitment into academia, it was plain that 
not many would be “called”—that is, find so peripheral a calling to 
their liking. As a result, professors could and did spend their time 
with a few students and tried to deal with the rest by liberally dis- 
tributing gentlemanly C’s. And so it was that those boys from the 
lower or humbler strata who aspired to become professors would 
be slowly groomed for that recondite elite. 


THE SPREAD OF “COLLEGIATE” VALUES 


THE PRESENT SITUATION is quite different. College faculties have been 
expanding too fast to permit the slow and careful grooming of a few 
hand-picked scholars. Indeed, in some fields men now may become 
professors at an age at which they would once still have been teaching 
assistants. A bright assistant professor today may be more sought 
out than a famous full professor even ten or fifteen years ago. The 
competition of the three state universities of Michigan is only an 
example of the raiding that goes on quite generally. A great many 
factors have cooperated to produce these changes. The country is 
richer, which means that it needs fewer people to tend its farms 
and factories and can locate more of them in the professions and in 
the other more or less intellectual careers such as communications, 
management, and teaching itself. It can also afford to keep people 
in school longer and to send many more of them to college. And 
people have more leisure in which to absorb some of the “cultural” 
values previously associated with attending college; the better large- 
circulation magazines and networks, paper books, and “art” movies 
spread intellectual values, at least sporadically. More people travel, 
visit Europe, read Gourmet magazine, and in general feel entitled to 
follow the style set by those who have attended college. In the 
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process America has become not only more urbanized but also in 
many ways more urbane. 

Correspondingly, I believe that the small liberal arts colleges of 
the Midwest may not show up as the great recruiting grounds for 
scholars twenty years from now. The sharpness of the conflict 
between science and religion is attenuated today; it seldom drives 
people into a creative tension that results in their becoming biologists 
or psychologists. Nor do the remaining Protestant colleges seem to 
me very ascetic. Moreover, there are fewer boys who want to get 
off the farm by becoming teachers; there are fewer farms, and those 
that remain are often large and complex businesses. 

At the same time, I am inclined to think that the big cosmopolitan 
universities are no longer channeling their best students largely into 
such socially approved careers as law, medicine, business, and the 
diplomatic service, but are increasingly serving also to recruit 
scholars.® This is in part because their student bodies have become 
less “social,” and include many relatively poor boys who once would 
have gone to local and often to denominational colleges. For example, 
the Minneapolis Star & Tribune now sends small-town newsboys on 
scholarships to Yale and Harvard, boys who in an earlier day, if 
they had attended college at all, would have gone to Carleton or St. 
Olaf’s or Gustavus Adolphus or the University of Minnesota. One 
result may be that in the future institutions such as Carleton and 
St. Olaf’s will not show up quite so well as they did in the Wesleyan 
studies, while Harvard and Yale may show up somewhat better. 

For the small-town newsboy skimmed out of the Midwest by the 
increasing talent hunts of the national universities, the transition 
from high school to college may still be very sharp and dramatic, 
even traumatic. But as I have implied, college is not so sharp a 
break from home as it once was for the many youngsters whose high 
schools have already anticipated college (as some of the wealthy 
suburban high schools do) and whose parents are themselves col- 
legiate. It follows that, while youngsters who are entirely given over 
to intellectual or artistic values may still feel quite alone, those who 
have a partial but not exclusive interest in those values no longer need 
feel, either at home or in high school, that they belong to a minority 
culture. While, as we all know, a great deal has been said about anti- 
intellectualism in America during the McCarthy years and later, it is 
at least arguable that these very attacks on the intellectuals are, 
inter alia, a response to their rising power in a society that more and 
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more requires intellectuals, or at least educated specialists, to get 
its work done. Whereas once bankers were hated and feared in part 
because they controlled the “mystery” of the gold standard, today 
scientists and intellectuals control the relevant mysteries, and, as 
Edward Shils points out in The Torment of Secrecy, give rise to 
analogous fears of domination and analogous opportunities for 
demogogic attack. 

The increasing attention to intellectual values is especially striking 
among some businessmen. In recent years many large corporations 
have instituted executive training programs so that their middle- 
management people, who have often been trained as engineers or 
as business administration majors, can transcend narrow professional 
horizons and model themselves on the going version of the industrial 
statesman. And industrial statesmanship today takes a great interest 
in colleges, because increasingly businessmen do go to college 
(as the Warner and Abegglen studies show?°), use colleges for execu- 
tive training and development purposes, and meet professors as con- 
sultants, market researchers, and social equals. The hope Justice 
Brandeis expressed before the First World War—that business would 
become a profession—approaches reality as managers become in- 
creasingly aware of the need to handle complex data in making deci- 
sions rather than playing hunches or following tradition. Despite 
ritualistic speeches on ceremonial occasions, big business—little busi- 
ness, including farming, is an entirely different story—has become 
much less Philistine and much less hostile to intellectual values. 

This, of course, is not to say that sheer disinterested intelligence 
brought to bear on matters of national concern is everywhere wel- 
come. While at present a general liberalism permeates the country 
at large, there are definite limits, and few voices are raised anywhere 
to attack nationalism as such or our own militarism. In fact, many 
universities are as much bases for fighting the Cold War as any 
S.A.C. outpost: they do research on weapon systems, or military- 
sponsored social science research on presumptive enemies and allies. 

Another limit on academic liberalism occurs in the sphere of 
religion. Just as most professors are good patriots, so also, if they have 
not joined the general “return to religion,” they are (whatever Funda- 
mentalist senators may think) hardly ever atheistic. For good reasons 
as well as bad ones, the academy is less of a threat to certain basic 
values of the American community, and the outlook of the big busi- 
nessman and of many a professor is not so different as either may still 
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hopefully or sadly think. In contrast with the situation Veblen 
satirized, the leading universities are not dominated by small-town 
business values. Rather, a process of mutual infiltration has occurred. 

These developments render somewhat paradoxical the attitudes I 
find among many of my own students and those at other leading 
colleges: namely, a posture of contempt for business and a belief 
that, in contrast, teaching offers respectability and even integrity. 
(I should make clear that this is not a political contempt, for these 
students are very rarely directly political; it is rather a cultural, moral, 
or intellectual contempt.) Some students come to this outlook be- 
cause they harbor aristocratic values and look down on businessmen 
as the English gentry traditionally looked down on people in trade. 
But others are themselves the children of small businessmen, and they 
have overgeneralized from their parental occupations, with their 
often rapacious ethics and lack of intellectual range, to the large 
managerial businesses I have been describing. That is, small business 
is still competitive, still what Veblen would have called a “pecuniary” 
occupation, in the sense that it deals with bargains and mere tricks 
of trade, not with large engineering and industrial conceptions. The 
result is that the younger generation, seeking not only social but also 
intellectual mobility away from the parental small business (and, 
in this group, increasingly coming from Jewish and Catholic families 
rather than Protestant ones), have their eye on the professions as 
the road to status and opportunity. Academic careers then become 
alternatives either as belated second choices—for instance, a student 
ending up as a biologist because he could not get into medical school 
—or as first choices,!1 decided with the blessing of parents and peers. 

Many of the parents of these young people, whose values contrast 
with those of an older day, do not want them in the business but 
rather out of the business—although, of course, still self-supporting. 
And many of the occupations that once would have raised the 
parents’ protest today may seem a golden opportunity. Van Cliburn 
may persuade them that the piano is not a road to ruin; Charles Van 
Doren may persuade them that one can make money as an English 
teacher Less and less are professors regarded as members of a small, 
deviant but semi-elite group—although, as we shall see, those who 
teach the humanities often so consider themselves—but_rather as 
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people who have gone into a business that isn’t business. | 


Certainly, as I have said, the life of the businessman and the life 
of the professor become less and less distinct. The professor is no 
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longer to be regarded as a stuffy fellow. He has become a man of the 
world, perhaps traveling on an expense account, attending a confer- 
ence in Washington one day and flying to a UNESCO meeting in 
Paris the next. In honor of his new status, the novels I mentioned 
now portray him as having sex appeal and even a lurid sex life. As 
universities become bigger and bigger, it is hard for them not to 
judge their output by business standards or at least bureaucratic ones 
(as I am told the Michigan legislature has recently been judging the 
educational institutions of that state). I have heard professors in the 
social sciences pass judgment on each other in terms that would not 
be different if they were engaged in production control. They speak 
of a man’s “output” or his “productivity” as measurable and even 
quantifiable things, and yards of print take the place of foot-pounds 
or B.T.U. (Natural scientists, having the most money, are also 
exposed to these tendencies.?? ) 

Many professors in classics, in literature, in history, and in the 
humanities generally believe themselves to espouse the traditional 
academic values. But in the process of homogenization of values 
that I have been describing, this becomes more and more difficult, 
and we see the paradox that some of the embattled humanists engage 
in “selling” the humanities as good for whatever ails the U.S.A. with 
the same public-relations fervor that they deprecate in Madison 
Avenue. The social sciences stand somewhere between, trying to 
drag an uneasy foot out of the humanities while not quite manag- 
ing to locate the other foot in the profitable camp of the natural 
sciences. But in fact, as I shall try to indicate, it is impossible to tell 
whether a man is a humanist or not by the label of his discipline; and 
I have seen a number of colleges where the anthropologists are more 
humanistic than the teachers of English, the physicists by far more 
humanistic than the economists or the sociologists. 

As to these comparisons, however, I should add a word of caution 
against pushing them too far. One of the characteristics of any older 
generation, markedly of the present older generation in the univer- 
sities, is to talk about the good old days. In general, it is safe to say 
that the old days were not so good and not so different as most of 
us believe. There were plenty of professors at the turn of the century 
who espoused business values, just as there were many ministers who 
did, and they did so with a vulgarity that one could hardly match 
today among businessmen. Correspondingly, there were other profes- 
sors a generation ago who really were stuffy, pretentious without 
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being literate, erudite without understanding, pedantic without being 
critical. Along with the general rise in standards of education, I 
believe college teachers have become brighter and better." 


THE DISTAFF SIDE 


So Fak, I have emphasized patterns of recruitment of college teachers 
in terms of the backgrounds from which they come and the col- 
legiate atmospheres in which they are nurtured. Before turning to 
some of the reasons why I have chosen to be a teacher myself (in 
spite of all the misgivings implicit in what I have said), I want 
to say something about the problems posed for the college professor 
as a family man. \ Professors get many of the benefits of the academic 
culture while their wives are saddled with many of the drudgeries.) 
In my observation, it is less the professors who suffer from low in- 
comes than their wives and children—especially their wives; and, 
of course, the wives and children make the professor suffer. This 
is so in spite of the fact that many men who are teaching today and 
complaining about their salaries are doing ever so much better, even 
in financial terms, than their parents ever dreamed of doing. For 
the trouble is‘ that their own rise, while considerable in absolute 
terms, is not great relative to the rise of others who have been equally 
mobile but have gone into different fields. Moreover, while the gap 
that once separated an instructor's salary from that of a full professor 
has been greatly reduced, there is still substantial difference in af- 
fluence within a university community, where the professors at the 
law school and at the medical school, and probably at the business 
school, may be getting as much as twice the salary of those in 
medieval history, while the professors of economics and sociology 
may be more than doubling their salaries with consulting fees— 
the academic form of moonlighting. 

Such moonlighting, furthermore, represents another peril of the 
academic life: namely, that teaching less and less provides the tradi- 
tional advantage of long vacations and much time to spend at home 
with wife and children. Wealthy lawyers, industrialists, or doctors, 
who work long hours and see little of their families, at least can feel 
that, after all, they bring home excellent salaries and fees, as well as 
high community status, even if they bring themselves home too little 
and too late. The professor, however, belongs to that stratum of 
society that has come to believe that the father should play a role 
in the home and in bringing up his family: it is one of his do-it-your- 
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self activities. He is protected neither by his high salary nor by his 
traditional values against feeling himself inadequate as a parent when 
he can neither educate his children as he would like nor see as much 
of them as they might like. For increasingly his work is never done. 
His reading and research get crowded into the corners of the day, 
His position is vulnerable to all sorts of demands, and to protect 
himself he has to be more calculating or more incompetent than 
he knows how to be or cares to be or can afford to be. In addition, 
his wife shares his worries, and he must share hers. Hence, while 
in principle the professor still has more time than most professional 
men to spend at home, including the long summer vacation, much 
of this time in fact is spent either earning money to pay the plumber 
or working like a plumber. Indeed, the college professor must often 
feel that he is training his students for the “new leisure” while not 
enjoying much of it himself. 

In the early years of married life, these problems may seem some- 
what remote to the young graduate students whose wives are work- 
ing at secretarial or other uninteresting jobs to help their husbands 
earn their degrees. Moreover, in the beginning years of teaching, at 
least at the major colleges and universities, a leveling of salaries has 
occurred, so that the pay of an instructor or assistant professor some- 
times approaches a pinched white-collar subsistence level. But, cor- 
respondingly, in the later years when there are children one wants 
to send to good schools and colleges, a salary that might have seemed 
ample before World War I has been so depreciated by inflation as 
to require endless scrimping and anxiety. And by then ones 
investment in teaching may be too great to permit change to a more 
lucrative occupation. One may turn to writing profitable textbooks, 
surrendering earlier ideals of pioneering research and of a life of 
scholarly intellectual pleasures. 

(1 emphasize these problems because I see a number of graduate 
students who doggedly insist on going into teaching because they 
feel that, if they entered business, they would condemn themselves 
to meanness and triviality] Yet in a number of such cases I am not 
sure that teaching is going to prove worth such sacrifices in compari- 
son with other no less intellectual occupations that pay better. The 
teachers of these students, to justify their own sacrifices, have had 
to convince themselves that there is no life like the academic life, 
and they are thus tempted to impose these ideals on their students 
in turn. (But I know men who are working in market research, in: 
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business consulting, in industrial psychology, who not only deal day 
after day with fascinating problems but are given a freedom of in- 
vestigation and of choice of problems that is in the best sense aca- 
demic. \ There are, perhaps, not many such openings, but neither are 
there many openings in universities that offer genuine freedom. Fur- 
thermore, judging from my own experience and from that of a num- 
ber of others, there is much to be said for alternate bouts of teaching 
and of non-academic work. The occasional year in the field is one 
of the attractions of anthropology. Similarly, there are economists 
who would profit from a term in management, and some political 
scientists have realized that they might profit from a term in Con- 
gress or the state legislature or the state house. The broadest profes- 
sions, after all, are specialties among other specialties; and one of 
the few ways in which, in the course of a lifetime, one can escape 
specialism is to move from one specialty or subspecialty to another. 
Even today, this sort of horizontal mobility remains one of the great 
opportunities of American life. 

I have been told by many professors that I do not need to issue 
such caveats as these, since students today are out for the main 
chance and want only security and an easy corporate existence. This 
may perhaps be so in general, although I have my doubts about it. 
I am addressing myself now to the more serious and intellectual stu- 
dents who may not wear their idealism on their sleeves but whose 
contempt for business, though often misplaced and unfair, does 
represent an aspiration for a life not devoted only to making money 
and vendible disutilities. 


THE SEARCH FOR COLLEAGUES 


Wuar Is perhaps most characteristic in the work of the college pro- 
fessor is not his relatively low salary (that of schoolteachers, social 
workers, and ministers is often considerably lower) nor the fact 
that he grows older while his charges do not (for he shares this 
characteristic also with schoolteachers, pediatricians, policemen, and 
wardens ) | but rather that he sets his own goals; the goals are not 
given by an institution.| This is certainly so in the penumbra of 
freedom beyond his regular teaching and other curricular duties, 
and even these duties, the higher one rises in the system, are defined 
in terms of one’s own aims and definitions of the situation. It is this 
that makes the professor kin to the artist or writer, who is often 
seeking to create his own institutional norms; and it is this free- 
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dom, I am sure, that attracts many to the profession. It certainly 
attracts me. 

But no one should underestimate the miseries of having to set one’s 
own goals. It is much easier, in my observation, to meet a payroll 
or to try a case than to do research or to try to help students learn 
something. For creative intellectual work is never done, and it is 
certainly never done to one’s own satisfaction. To be sure, professors 
and creative people, like other people, try to find outside judgments 
in order to avoid having to set their own goals. Sometimes these 
judgments are found in the tradition of work within the confines 
of a particular school. If one is a psychologist, for example, one may 
do work in the tradition of Hovland or that of Hull, adding a little 
bit to the enormous, expanding edge of what is known, and feeling 
that one is part of a cumulative process that is primarily colleaguial 
and collective. In this work one will be supported by the contempo- 
raries of one’s own school and tradition of work, and one will seldom 
have to ask oneself whether that tradition is itself worth while— 
especially since, guided by that tradition, one can keep turning out 
papers and graduate students. 

| Much useful work is done in this way by conscientious craftsmen, 
and some careful work by opportunists—in facts, the motives of most 
of us, for most of the time, are mixed and have very little to do with 
the truth of our discoveries] However, one is not better off if one does 
not belong to a school but finds an audience for one’s work in the 
general intellectual public. For while the vice of the school-bound 
scholar is pedantry or a monopolistic outlook, the vice of the scholar 
oriented to the general public may be carelessness or flippancy. The 
public at large may be indiscriminate, its judgments vacillating and 
unreliable. 

In this situation, it seems to me, the college teacher's real problem 
is to learn how to find his true colleagues.'> Let me take, for example, 
the situation of the man teaching sociology on a particular campus. 
He may assume, to start with, that his true colleagues are other 
sociologists there, and perhaps he will also assume that a cultural 
anthropologist and a social psychologist in the psychology depart- 
ment could be true colleagues. If he does not re-examine such judg- 
ments, he may find himself limited by the accidents that have brought 
these other people to the same institution in the same era. But if 
he looks beneath the surface of things, beneath the labels that people 
carry, he may find, for instance, that one of the historians (it could 
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well be an economic historian ) is closer to him and his way of think- 
ing and feeling—while the historian himself has been suffering from 
the prison of the other historians. Thus it might turn out that the 
historian is more interested in generalization than historians are 
generally supposed to be, while the sociologist is more interested in 
history than his colleagues happen to be. And it may turn out that 
they share certain values that transcend the discipline. Similarly a 
particular chemist might find that his musical tastes are shared by 
a physicist and by a colleague in the art department, but not by 
the other chemists, let alone the chemical engineers. And this may 
help him see that the cast of mind of the physicist is closer to his own 
—more abstract, let us say—and that the man in the art department 
who plays in the same string quartet may be curious about styles of 
thought and have a lot to say that stimulates his thinking about 
symmetry in form, for example. 

In my own experience, the very best and most imaginative people 
in any field are in some ways more like each other than they are 
like their mediocre department mates in the same field. 

Such considerations about the nature of colleagueship were a factor 
in deciding me to shift from the law to social science. I was writing 
articles in the law reviews on the social-psychological aspects of legal 
and constitutional questions, and I found I was communicating more 
readily with sociologists and social psychologists than with people 
trained in the law. Certainly, as one grows and develops—and to 
grow and develop is the chief task and opportunity of the scholar, 
as of those in other callings—one’s true colleagues change, and one 
has to guard against too readily continuing membership in any one 
fraternity, no matter how pleasant and reassuring the company.'® 


THE SEARCH FOR IDENTITY 


THE SEARCH for colleagueship is a lifelong matter. It begins before 
adolescence with the search for a chum, a confidant. It lends much 
of the energy and excitement to the life of the undergraduate. How- 
ever, when college becomes too ardently vocational, the search may 
become truncated or curtailed in the rivalry of protoprofessional men. 
A similar attenuation often occurs when students move on from col- 
lege into graduate and professional schools. Law students, for in- 
stance, often have had broad humanistic and scientific interests when 
they were in college, but when they come to law school they are 
apt to put such concerns behind them as preprofessional and to 
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identify themselves or even to overidentify themselves with the law— 
that is, with their image of it, which is perhaps based on the small 
practice of an uncle or an acquaintance with a judge or some equally 
limited picture.'* Some of my former colleagues in law-school teach- 
ing, faced with such students, seek to persuade them to broaden their 
horizons, on the ground that they will become better and more states- 
manlike and more civic-minded lawyers as a result—and possibly even 
more successful lawyers. But in combating the image students have 
of their future calling, there is always the danger that one will dis- 
orient them by presenting a vision of their career to which they 
cannot then live up. The problem is similar for professors in major 
medical schools, who may have ideals for the practice of medicine 
that can be fulfilled only in a big teaching hospital. 

In comparison with teachers of law and medicine, the teachers of 
graduate students in the social sciences often worry because their 
field is not yet fully a profession. The sociologist is often at a loss 
to say clearly what it is that he does, what it is that distinguishes 
him from other academic people, while at the same time his students 
are in search of an unequivocal identity. It is tempting to provide 
the symbols of belongingness by insistence on a single pattern of 
methodology or a single vocabulary—one so patently complex that 
the layman is at first put off. Students, in fact, are apt to define the 
field even more narrowly than do their teachers, in the often vain 
hope that this will provide both psychological and career security. 
And, of course, since in the hierarchy of academic life it is the teachers 
of graduate students who in general have the highest prestige and the 
best working conditions, it is not surprising that research is accorded 
more distinction in graduate school than is ability or interest in 
teaching. At its best, the teaching of graduate students is like old- 
fashioned work with apprentices, but at its frequent worst it is a form 
of pseudo discipleship in which the student flatters the teacher in the 
hope of being recommended for scholarships and jobs—flatters him 
by using his terms, sharing his animosities, and working on his 
projects. 

In contrast, in my experience, the teaching of undergraduates has 
more to recommend it. Although many college students anticipate 
the future by turning their college careers into preparation for getting 
into graduate school, carefully selecting those courses that will bring 
them the optimum marks and recommendations, and although other 
college students follow that more subtle form of vocationalism that 
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sees in a liberal-arts A.B. a passport to social and financial advance- 
ment, nevertheless the undergraduate liberal arts college remains 
relatively free of the illiberality and narrowness of much professional 


reasons, a particularly exciting undergraduate field, for students 
bring to it concerns about themselves, their society, and other societies 
that in an earlier day they might have brought—and in some places 
still do bring—to their courses in literature, religion, and philosophy. 
Sociology, anthropology, and some sorts of psychology thus have be- 
come, for the time being and at some universities, areas of intellectual 
openness and vitality; and those who teach in these fields, far from 
having to persuade students to be interested in what we the faculty 
have to offer, are almost in the converse position of having to fight 
them off! This is not an unmixed blessing, of course. Nothing in 
teaching is. And if some professors in other fields envy the appeal 
sociology has for students and indeed regard it as somehow illicit 
as well as unfair competition, teachers like myself may occasionally 
wish they taught a subject that was neatly bounded, one that had no 
connection either with their own emotional life or with that of their 
students, and one that appealed only to a small, select group that 
could pursue its problems in genteel quiet and amicability. 

For assuredly one of the great problems for some social scientists, 
even more than for other academic people, is that it is almost impos- 
sible to stop working. Everything is grist for the mill, or at least 
is thought to be; so that if I attend a party people think I am observing 
them even when I am not, and if they meet me on a plane they ask 
me whether or not I think they are upper-middlebrows, or things of 
the same sort. I know that psychiatrists have much the same problem. 
But it is a problem less of the expectations of others than of one’s 
own finding ways to stop work, to stop being analytical, to stop 
psychologizing and sociologizing all of life. Since many people are 
brought into social science as a way of sublimating their aggressions 
against themselves and others, this danger is quite general. And yet 
at the same time it means that the social scientist does not lead the 
compartmentalized life of most Americans for whom things do not 
connect with one another. 


“ONLY CONNECT” 


I sHouLp say that, for me and for many others in my field, the task 
and opportunity of making connections—that is, of synthesis—is what 
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we find most exciting in our work as social scientists. We try to bring 


together and connect things that are often kept apart, whether these 
be disciplines or orders of data or metaphorical ways of thinking. In 
our relations with students, we can try to establish connections with 
where they are now, to find out how they react to material and see 
their world. Some of us (like some novelists ) find that only material 
that degrades man is really “real,” and we seek to rub our students’ 
noses and sometimes our own in human sadism, haplessness, and 
fatalism. Social science in general has revolted against the genteel 
tradition, against any effort to set up some orders of data as hierar- 
chically superior to others, so that we insist that popular songs may be 
as worthy of study, if not as pleasant, as Mozart arias. But such 
reversals of traditional hierarchies and snobberies seem to me no 
longer such a fighting issue; the battle has largely been won. Social 
science at its best seems to me one of the humanities, one of the most 
humane and liberating ways of approaching the human condition. 
Thus sociology today is a kind of intellectual switchboard for 
some of its practitioners, with ties to the humanities, to history, to 
contemporary life. 

On inspection, each of these ties will turn out to be a tie not only to 
data but also to individuals who deal with the data in one way or an- 
other. The generalizing sociologist therefore is apt to have contact 
with many other academic disciplines. But this is only a special case of 
the general situation of the professor who, if he is at all thoughtful 
and sensitive and wide-ranging, will find himself dealing with many 
complex and conflicting constituencies. He will have, first of all, the 
constituency of his own discipline or subdiscipline, and this is the 
easiest and safest to which to listen. It gives the most security and in 
general the most unequivocal rewards. But the “life” of a discipline 
is always at some remove from the life around it. This is a creative 
tension at best, for as I indicated earlier, it is not a good thing for the 
academy to become too much like the rest of the country, even if the 
rest of the country prospers by becoming more like the academy. The 
discipline must have its own standards, its own abstractions; and yet, 
at the same time, the resort to life itself. The dialectic here is not so 
very different from the dialectic between art and life, and it is subject 
to many of the same plagiarisms and pitfalls. 

Then there is the constituency of the student body. There are some 
teachers who devote themselves entirely to this constituency. One can 
imagine a society in which such devotion would not be problematic; 
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it would be a society more cooperative than ours, more humane, and 
one less adulatory of youth. But, as things are, the college professor 
who devotes himself uninterruptedly to his students, unless he is an 
extraordinary person, is likely to end up either very dry or very damp. 
As he ages, while of course his students do not, he may have less and 
less to give them in terms of intellectual leadership and grasp of the 
world we live in, while the warmth and friendship he continues to 
offer his students, though always desirable, provide benefits that 
many parents and other adults in our society, eager to be pals with the 
young, also furnish. In my judgment, based upon and perhaps biased 
by my own preference, close contact with students requires inter- 
missions of colleagueship with one’s own peers. 

However, in the major universities that are also the major centers 
of graduate training, there is little danger that students will overesti- 
mate the virtues of teaching and underestimate those of research. The 
fashionable tendencies all run the other way. In the social sciences as 
in the natural sciences, there has been since World War II an immense 
development of research institutes where no or very little teaching is 
done. Much is lost here in variety and change of pace, and in the 
pleasure of teaching speculative, sensitive young people. Moreover, 
there is the risk that the research in the institutes, as in many graduate 
schools, will not be stimulated and reshaped by contact with young 
minds not yet in the groove of the discipline. 

Still another constituency is the outside world, which, for the rea- 
sons I also indicated when I spoke of the infiltration of academic 
values into business, is eager for guidance from the academy (as in- 
creasingly are governments and voluntary organizations ). 

Despite all I have said about infiltration, there are of course still 
considerable differences between life inside and life outside a univer- 
sity. One of the differences that I have found in my own limited ex- 
perience concerns the quality of personal relations. Competition in 
academic life has an especially biting quality, in some measure 
because we try to set our own goals and never have a balance sheet to 
back us up—a situation that, as in other creative pursuits, leads often 
to malice, envy, neurosis, and self-doubt. I would certainly warn any- 
one not to enter teaching if he plans to do so because he thinks the 
people in it are so nice! And conversely, certainly no one should avoid 
business because he has been persuaded by recent novels that busi- 
ness is a jungle. 

The constituency of the outside world is nevertheless, like any other 
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demanding constituency, a possible source of tension. One form of 
tension is illustrated by the professors who spend much of their time 
telling business leaders or social leaders outside of the academy how 
dangerous, radical, or stupid those other professors are—much like 
Americans in Europe who spend their energy disidentifying them- 
selves from other Americans. Yet there is also a chauvinism of the 
academy. One can moderate it by vicarious experience, but one also 
can moderate it by actual contact with groups in the community. 

Beyond all that, while one finds a great many pleasant, candid, and 
fairly decent people in business and in the professions, in my own ob- 
servation academic people stay alive longer than most professional 
people—alive, that is, in terms of openness of mind and not merely of 
drive and energy, those qualities of the ever youthful successful 
American. A critical temper is taken for granted among the best 
academic people, and one needs to take less time with them in sepa- 
rating criticism of ideas from criticism of persons. I say this in spite 
of the well-known defensiveness of many academicians and their 
dead-pan overidentification with “their own” ideas and books. 

And, as I hope I have made clear, in what I have said here I have 
drawn on my own necessarily limited observation; I have left the 
Wesleyan studies and other similar studies far behind. My observa- 
tions have been confined to the humanities and the social sciences, 
which I know best (I retain what may be an erroneous view that the 
natural scientists are less contentious, more generous, and, except for 
physicists and geneticists, less intellectual). 

The last dialectic I want to mention—the constituency that is per- 
haps most difficult to handle—is that between one’s own solitary mind 
and the minds of one’s closest intellectual allies. Indeed, in a large 
university there are apt to be so many colleagues in one’s field, 
however defined, as to constitute a burden as well as a benefit; and 
many professors spend all their time on a plane of flat contem- 
poraneity, keeping up with the news and gossip of the profession, 
with what is euphemistically termed “the literature,” and with the 
other busy-work of which we pretend to complain. Some of this is 
probably inescapable, but one also needs “colleagues” with whom 
one is in touch vicariously, through books and other monuments 
of their work. At best, one may also hope for vicarious colleagues 
who are not yet in existence, who will be called into being by one’s 
work as this is transmitted through readers and students. In my 
own case, at least, I hope such colleagues would not be disciples, 
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bound by dogma, but independent minds, in and out of the univer- 
sities, who enjoy the carrying on of scholarly traditions, the play of 
ideas, and the uncovering of an ever less distorted picture of man’s 
nature. 

I have tried to draw attention to some of the seldom noted pitfalls 
and dilemmas of teaching, as I might point them out to a prospective 
college teacher. I would want to make sure that in choosing this call- 
ing he should not allow himself to be tempted or bribed by fashion 
or put off by fear. But in interpreting what I have said, I hope he 
would remember that the problems of existence transcend those of 
any vocation. The problems of being a man transcend those of being 
a professional man. Teaching is one way of achieving what Erich 
Fromm terms “relatedness”; but it is obviously not the only way. To 
paraphrase Robert Hutchins, who once remarked that the College at 
the University of Chicago was not a very good college but only the 
best there was, teaching in the social sciences is not, as things are, an 
especially good way toward relatedness, but it happens to be the best 
I have found. 
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already burdened with obligations. Indeed, the carlessness of American 
society toward hidden, unlabeled talents and interests appears most strik- 
ingly and paradoxically in wartime, when many men are given opportunity 
to change to fields that they would never otherwise have found or even 
realized they might enjoy. It has often been noted that the destructiveness 
of war releases some creative energies that peace regrettably encapsulates. 
Do we not need a financial as well as a moral equivalent for war? The 
foundations do something along this line for scholars, and the sabbatical 
provides opportunities that might be used in this way and sometimes are. 
Business, however, should have more sabbaticals, and the self-employed 
professional man likewise more ways of keeping himself afloat pending a 
| reorientation of interest. Psychotherapy undoubtedly serves many men for 
) a reorientation of interests and a re-examination of aims that their lives do 
| not ordinarily allow or encourage. 


17. Cf. my discussion in “Law and Sociology: Recruitment, Training, and 
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OPINIONS AND ISSUES 


Devow of all qualifying and modifying phrases, Dr. LeCorbeiller’s 
manifesto allows the Department “Opinions and Issues” to present a deeply 
felt concern on the topic of education and science. With carefully chosen 
starkness, he puts on the table the unexpressed assumptions of one large 
group of participants in the current discussion—one end of the spectrum 
that extends, at the other end, to the position stated with equal conviction 
by his colleague, Dr. Douglas Bush, earlier in this issue of Dzdalus. 

In this light, these statements are not signals competing for the exclusive 
right to guide planning; rather they are calls for action based on analysis, 
calls into an arena where decisions are all too often made by default. 





Education in Science: Prerequisite for 
National Survival 


PHILIPPE LECORBELLLER 


THERE IS growing concern about American education at the present 
moment. By “education” we usually mean the education of young 
people in the schools. But there is, of course, another wide area: 
adult education. This takes place principally through the press, the 
radio, and television, and, to a less extent, through books. The major 
problem in American education just now is how to make adults realize 
that they are living in an age of science. If this problem could be 
solved, the schools, which are under the direct control of public 
opinion, would automatically readjust their programs; they would 
prepare the young for living in their own life span, a life which will 
command and apply far more science than ours does. 


WHEN pip this new “age of science,” in which we are living, begin? 
It began around 1900. Since 1900, man has learned to fly, to talk 
across any distance and to millions of people at the same time, to 
exploit the energy of the interior of atoms, and to create new moons. 

Changes of such magnitude within so short a time are still some- 
thing of an enigma. We do not yet understand the relation of cultural 
to biological evolution. Some kind of mutation must have occurred 
in man around 1900, for surely that “man” who flies, talks across the 
ether, and uses nuclear energy is not of the subspecies that, one hun- 
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dred years ago, did none of these things—just as that group of primates 
who first kept a fire going was something new among the land animals 
that for three hundred million years had run away from fire. 

As a result of radio alone, the whole of mankind has all of a sudden 
become a single unit, welded by the existence of instantaneous com- 
munication. Illiterate masses who, all over the world, learn daily from 
the village radio what happens in Baghdad or in Little Rock care 
more for science, because of its technological consequences, than 
cultured opinion does in the world capitals; for the majority of men, 
underfed and disease-ridden, are counting on science to give them 


food and health. 


SCIENCE IS POWER: the power of doing things that have never been 
done before. No one can set limits to what science might achieve. 
This was the meaning of the first satellite, so badly misunderstood by 
our political leaders (“silly bauble,” “without military significance,” 
“not disturbed an iota,” etc. ). 

Scientific research was not systematically pursued until 1600. Since 
then it has given man, for the first time in history, a set of verifiable 
statements of fact found true by all who check them or apply them, 
anywhere, at any time. This body of knowledge, small at first, has 
grown and is still growing, like a sum of money constantly reinvested 
at compound interest. 

Scientific research, however, is the search for pure knowledge, and 
it does not concern itself with applications. The practical application 
of scientific knowledge in the chemical, mechanical, and finally the 
electrical industries became more and more important throughout 
the nineteenth century. Around 1900 there began to appear a new 
type of activity, which in its turn is now growing at compound interest. 

This new type is a deliberate combination of scientific research, in- 
dustrial design, and marketing. For example, nylon is a new chemical 
compound; it is also a new yarn, as well as a new style of men’s and 
women's apparel. A transistor embodies a new theory in solid-state 
physics; it is a new circuit component; and it means hearing aids 
almost as portable as eyeglasses, among other things. An advance in 
the understanding of insect respiration permits the development of a 
new chemical spray that protects crops from insect invasion. 

This triple fusion of scientific method, industrial power, and satis- 
faction of the needs of the common man has proved so successful that 
many industries, until now completely empirical, are becoming high- 
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ly scientific, one after another. The most striking example is the age- 
old art of metallurgy, which had made little progress until the nine- 
teenth century, and which is now being made over by merging it with 
one of the most sophisticated branches of mathematical physics; 
quantum mechanics. 

This suggests what the power of science means to everyone, but 
especially to the underdeveloped nations of the world. Progressive 
leaders in every underdeveloped country know that the techniques 
for growing food, improving public health, and controlling popula- 
tion growth are now fundamentally understood. They want to change 
the conditions in their respective countries from misery for most to a 
decent living for all. They count on science to achieve this. From the 
widely different examples of contemporary Germany, Japan, and 
Russia, these leaders see what a school system that teaches science 
and devotion to the country can do to modernize a nation, even under 
the severest handicaps. And they ask for competent and friendly 
foreign experts to help them build four essentials for a modern nation: 
fertilizer plants, steel mills, teachers’ colleges, and medical schools. 





Our own problem is to bring the American public to realize what 
science is. Three main difficulties stand in the way. First, the non- 
scientist knows little or no science, as a rule, and finds nothing in the 
history of other cultures to help him conceive its present-day signifi- 
cance. Second, the scientist is usually a specialist in a narrow section 
of science, and he is much too excited by what is happening there to 
want to spend time explaining it to others. Finally, science is a diff- 
cult study. It is a severe taskmaster: it accepts nothing slipshod. One 
mistake in the algebra or the chemical analysis, and the answer 
comes out wrong. This very strictness is one reason why science is so 
powerful. It is also what makes science understandably unpopular in 
American high schools. 

It is only very recently that our lack of interest in science has be- 
come a danger. During the 1930's the United States could still afford 
to rely on a very small proportion of gifted volunteers entering 
science or scientific engineering, because so few industries were 
scientific and the European output in pure science, on which we relied 
in good part, was very high. Now we need many more scientists and 
engineers, because numerous industries make use of science at a very 
high level and because giant armament industries—a relatively new 
development—are competing for personnel with production industries 
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of the older type. Also we must export engineers to underdeveloped 
countries if we want to spread American influence; quite apart from 
better reasons, engineers are many times more effective to that end 
than financial loans. Last, Europe is still groggy from two world wars, 
and in spite of its high scientific potential and local successes it is no 
longer spearheading the scientific advances of the world as it once 
did. Thus we are more than ever dependent on our own strength. 

In order to maintain its position of leadership, our nation as a whole 
must understand the role of science in the present transformation of 
the world. It must assume responsibility for the changes that are 
coming. That is not an easy task for a culture that has its roots in 
Homer and in Genesis, and that had developed from there for twenty- 
five hundred years before being rudely shaken by Copernicus, New- 
ton, and Darwin. Each one of us will have to bring his contribution to 
the difficult new problem of living with science, and help find cut 
what ends we wish to serve through this gigantic power that has so 
recently fallen into our hands. 


THE worD “culture” sometimes is used to mean ways of doing and 
sometimes to mean ways of thinking. The great cultures of the past 
have been periods of history when these two meanings fitted to- 
gether, when a nation looked at what it was doing and saw that it was 
good. We delight in retrospect in the harmony of thought, art, and 
life in the Age of Pericles, or of the Sungs, or of Louis XIV. Our ur- 
gent need today is for an American culture in which science and 
technology would play their role as two of the many parts of a har- 
monious whole. 

To this end, a genuine knowledge of the basic sciences must be the 
possession of every man. The scientist or engineer needs it in order to 
see his own specialized work in the perspective of an over-all scientific 
and technical pattern. The nonscientist needs exactly the same basic 
scientific training because a glance at science from the outside will 
never give him an understanding of the inner springs of this new 
intellectual power. 

The nonscientists are the men who, out of the findings of the natural 
and social sciences, must evolve a new culture in the humanistic sense. 
Not until lawyers, historians, novelists, playwrights, newspapermen, 
and above all philosophers (who are already leading the way) learn 
the basic sciences in school and college shall we have the culture 
this age requires. The more science transforms our ways of life, the 
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greater is the danger that the more literate among us may be unlet- 
tered in science. Such men should be thinking ahead of the progress 
of science, not trailing behind it. To give two examples: advances 
that have taken place in the last few years in the widely differing fields 
of automatic computation and of biochemistry will bring as vast a 
social revolution as did the steam engine, and they will have a greater 
philosophical impact than did evolution. To adapt the general think- 
ing to such new intellectual tools is the duty of “philosophers” in the 
broadest sense, whereas at present the thrill of seeing such changes 
emerge is reserved for only a fe w specialists. 


THERE Is a huge and urgent task ahead for a new education at all 
levels, based on the recognition that we live in an unprecedented 
“age of science.” This new education will demand more intellectual 
work from the educators and from the students, more taxes to pay for 
school buildings, scholarships, and salaries, more “homework” for all 
adults in order to keep up with scientific advances—as scientists, engi- 
neers, and physicians are already doing. It almost seems unreason- 
able to expect a whole nation to impose such strains on itself. 

Yet it is not unreasonable if we observe that such strains are 
normal in time of war, and that the Cold War is a war for all that. Our 
adversary has taken full advantage of the progress of science, not only 
on the interior front but also in his external propaganda, where he 
presents himself to the world as the champion of science, the bour- 
geois countries as sunk in obscurantism. It should be clear to any 
student of science and of its history that science is an extended 
episode in the evolution of man, running its course regardless of the 
opposition of some and the acclaim of others. But in the shorter 
perspective of our lifetime, a political struggle is going on for the 
leadership of the world and it demands the same abdication of the 
easy-going ways of peace, the same devotion to the over-all interests 
of the country, that all Americans are willing to give in time of old- 
fashioned “war.” The crisis in our scientific education is only one 
aspect of this wider problem. A nation is doomed if, in time of war, a 
majority of its people continue to believe that the basic rule of conduct 
is one’s own immediate interest. 




















NOTES FROM THE ACADEMY 


THE 178TH Annual Meeting of the Academy on 14 May 1958 was devoted 
to a forum on “The Role of Science in American Education.” The chief 
panelists were Edwin C. Kemble, Fletcher G. Watson, and Warren Weaver. 
Their presentations are given here, including the Final Report of the 
Committee on the Role of Science in American Education, as read by its 


chairman, Mr. Kemble. 

The Report—the result of the labors of a large committee working for 
several months—and the meeting itself reflect the active, long-standing in- 
terest on the part of the Academy in problems of education. This concern, 
during the past ten or more years, has been expressed in several meetings, 
in forums such as that in 1956 on Science Education in the U.S.S.R., in 
the activities of the School Science Committee, and in the awards made 
from the Elizabeth Thompson Fund for the improvement of teaching. 


Presentation of the Report of the 
Academy Committee on the Role of Science 
in American Education 


Epwin C. KEMBLE 


INTRODUCTION 


FEw PERSONS would have dared to predict, before the event, that the 
launching of an artificial earth satellite in the Soviet Union could, or 
would, precipitate such wishful heart-searchings in American educa- 
tion. The weaknesses of American education have been with us for a 
long time. Their roots are deep in American history and American 
culture. But now, a dramatic technological success on the part of our 
world antagonists has made a profound impression on the American 
public and opened the way for long-overdue reforms. To me the level 
of the discussion has been as surprising as its volume. It is encourag- 
ing to pick up a popular journal of wide circulation such as The 
Saturday Evening Post and discover that it has launched a series of 
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articles on “Adventures of the Mind” with a full-page editorial con- 
taining such paragraphs as the following: * 


The Russian Sputnik . . . produced a gigantic upheaval in American 
life. It raised questions about our schools, our economy, our self-satisfac- 
tion, our moral fiber—all questions that we, with our votes and our dollars, 
must ultimately answer. Suddenly all of us are required to consider prob- 
lems of national values and survival that did not seem to exist yesterday. 
The irony is that these problems—the conquest of space, the purpose of 
education, the state of American culture—are the very problems the intel- 
lectuals have been grappling with for decades. They have discussed them 
endlessly and knowledgeably, but all too often, their voices have been 
audible only to themselves. 


Here is something new—a popular American magazine at such a 
pitch of thoughtfulness. I have to demur at the inclusion of the con- 
quest of space among the topics that American intellectuals have been 
grappling with endlessly and knowledgeably for decades, but such 
talk from The Saturday Evening Post is cause for rejoicing. 


The following report of the Committee on the Role of Science in 
American Education of the American Academy of Arts and Sciences 
is intended as a contribution to the national debate. It comes at a time 
when the movement for educational reform is still just beginning. 
Massive forces have yet to be overcome before talk is replaced by solid 
achievement. Meanwhile, as a people, we are still in the process of 
deciding exactly what needs to be done and what we are willing to 
pay for it. Until the decisions are made, continued discussion aimed 
at clarifying the issues is a necessity. 

The report is brief. It hits the high points, passing over many im- 
portant considerations and leaving much to the reader’s imagination. 


A REPORT OF THE COMMITTEE ON THE ROLE 
OF SCIENCE IN AMERICAN EDUCATION 


THE CURRENT debate over the place of science in American society 
and American education has revealed a variety of overlapping points 
of view. 

One of these emphasizes the immediate and crucial importance of 
increasing our scientific man power. 

Another stresses the need for greater understanding of science by 
nonscientists. 


* Editorial, The Saturday Evening Post, Vol. 230 (26 April 1958), p. 27. 
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A third insists that however much we need scientific specialists, we 
must maintain a balanced educational program with central emphasis 
on human values: neither efficiency nor productivity should be the 
primary goal of our society, but rather the creation of a more har- 
monious community life consistent with our future security and with 
the freedom and dignity of the individual. 

A fourth view asserts that what is needed is not so much more 
science at the expense of other subjects as higher standards of study 
in all areas. 

To appraise these points of view justly we need to face up to the 
nature of the present national crisis and to take into consideration the 
contributions science can make to our sense of values. 

Although the state of our armed forces and the prevention of an- 
other world war are matters of the most urgent concern, they are not 
the only grave problems before us. During the next decades the 
world almost certainly will experience economic, political, and ideo- 
logical changes even more profound than those of the recent past. 
The progress of applied science and the extraordinarily rapid growth 
of world populations will force continual change, but the nature of 
the world that will emerge is highly problematical. Unless we in 
America are prepared to assume a major responsibility for world 
leadership, we must expect some day to wake up to a world shaped 
by others. 

To emerge safely from the pitfalls ahead, our country must make 
continuous realistic appraisals of long-range national problems. We 
must initiate long-range policies and establish the necessary self- 
discipline to carry them out. To do so will require profound and far- 
reaching changes in educational practice as well as in the moral and 
intellectual climate of our national life. 

From this point of view science should play a multiple role in 
American education. We would emphasize three major objectives. 

First, the teaching of science should stimulate the interest of young 
people in the world of nature and in the discovery of its underlying 
regularities. In so doing it will impart an elementary scientific vo- 
cabulary and much useful scientific knowledge. 

Second, the teaching of science should seek to develop the creative 
problem-solving capacities of all students, including those whose 
chief interests lie outside the field of science. 

Third, the teaching of science should be so oriented that it can make 
a positive contribution to the development of moral and intellectual 
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values. We believe that the tentative, patient, and open-minded atti- 
tudes inherent within science can be of great service in turning good 
will into constructive and realistic channels. By presenting science as 
the continuing and sometimes painful struggle toward a deeper 
understanding of nature, the teacher can enlist the interest of young 
people in the search for truth. He can perhaps make them understand 
that this search, carried on critically and unrelentingly, is an essential 
condition for freedom. 


APPENDIX 


ON THE ASSUMPTION that some federal aid to education will be forth- 
coming in any case, the following tentative proposals for legislation 
are suggested. These are directed toward the improvement of stand- 
ards of competence for secondary schools of science and mathematics. 


1. A national board should be created to set standards of training 
and attainment for the national certification of secondary school 
teachers of science and mathematics. 

National certification, in our view, should supplement state certi- 
fication, establishing a high nationwide norm of competence in the 
scientific area. The existing standards for state certification are 
diverse and do not adequately reflect the quantity and quality of 
subject-matter training needed by teachers of science and mathe- 
matics in the high schools. The intent of the foregoing proposal is 
the formation of a national board on which professional scientists 
and mathematicians of high standing would be given sufficient repre- 
sentation to insure that national certification should go only to teach- 
ers who by examination have proved that they are solidly grounded 
in the subjects to be taught. 

2. Federal aid should be provided for secondary schools that 
secure teachers with national certification to permit them to pay such 
teachers salaries commensurate with the educational investment re- 
quired for certification. 

This proposal envisages a salary differential for teachers who have 
proved their high competence. It is intended to establish an incen- 
tive for intensive study on the part of the teacher and an incentive 
to school boards to raise standards of instruction. Money appro- 
priated for this kind of financial aid would be of direct assistance in 
improving standards and would not be wasted in raising the salaries 
of incompetent teachers. The expense of the program would begin 
slowly as the number of accredited teachers at first would be small. 
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3. The present system of teacher fellowships for Academic Year 
Institutes sponsored by the National Science Foundation should be 
continued and should be geared to the national certification stand- 
ards. 

This proposal provides a way in which teachers can qualify for 
the new standards set up by the first proposal. In practice, it would 
be necessary to take full account of the fact that at present only a 
fraction of high school teachers of science and mathematics are ready 
for admission to the existing Academic Year Institutes. This means 
that in the majority of cases a single year of study would probably 
not be enough to bring the teacher up to certification standards. 
Furthermore, many teachers lack the basic capacity for scientific 
work. It has been suggested that for this reason the summer institutes 
should be used as a testing ground to eliminate those unsuited to 
advanced training. 

These proposals are radical and may encounter opposition from 
many quarters. The detailed formulation of appropriate bills should 
have careful study. We believe, however, that some such measures 
would be an invaluable aid to the educational revolution that the 
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COMMENT 


I rake the liberty of concluding with a few words of personal com- 
ment on the three major objectives set forth in the Report. We have 
deliberately cut the list to the bone by omitting many items that 
we thought could be taken for granted. You will note, for example, 
that we have not mentioned the training of scientists and technolo- 
gists. In view of the origin of the present national concern with the 
teaching of science, it was inevitable that in the beginning there 
should be great emphasis on a more intensive search for scientific 
talent. No wonder that there was an initial feeling of alarm among 
humanists who feared an all-out drive to make training in applied 
science the central function of our schools. 

But we now discover that this is just what responsible scientists do 
not want to do. Scientists formed the majority of the committee, but 
no one so much as suggested that applied science or the talent search 
be given a central position in our prospectus. We need man power for 
a vigorous development of pure and applied science—of course; but 
that should take care of itself if our schools can expose their students 
to a vivid and challenging presentation of the fundamental laws and 
procedures of modern science. In this respect we find ourselves in 
accord with the point of view of the Physical Science Study Commit- 
tee and with the recent report of the 1958 Parliament of Science of the 
American Association for the Advancement of Science. 

Our third item connects the teaching of science with the develop- 
ment of moral and intellectual values. The insertion of this item is, I 
think, an act of faith on the part of the committee. Certainly class- 
room teaching in the sciences in the past has rarely taken a direction 
that would justify us in treating the development of a sense of values 
as a major objective. Nor would we suggest that in science classes an 
appreciable fraction of class time be used in discussing the relation of 
science to values. But, like the editors of The Saturday Evening Post, 
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we “have been deeply disturbed by the obvious—and obviously 
dangerous—chasm that separates the intellectuals of our nation from 
the millions of citizens whose attitudes and opinions determine 
national policy and set standards of national behavior.” 

The meaning of the chasm is that the education of the average citi- 
zen has left him smugly parochial. It has failed to teach him respect 
for facts and disinterested inquiry. It has failed to teach him that in 
our complex and turbulent modern world good intentions are futile 
unless they are accompanied by a reasonable understanding of the 
nature of that world and of the forces that control it. To find ways 
and means of filling in the chasm has always been the great challenge 
to our schools. Your committe believes that this challenge should be 
faced from time to time in science classes as well as in the humanities 
and social studies. 

An educational program designed to perform such functions will 
require a fundamental reorganization of the school curriculum. Sepa- 
rate classes for quick and slow learners should be provided, so that 
each can move forward at a pace that suits his ability and interest. 
Improved textbooks and other teaching aids will be essential. 

Such a program will require many more science teachers and in 
some ways will make far greater demands on each than at present. 
Teachers will need a much higher degree of competence in the subject 
matter of the several sciences and more awareness of current progress. 
They will need a broad cultural background and infectious intellec- 
tual vigor. They will require more time for reading and for planning 
their instruction. 

There need be no lack of able teachers when the American public 
comes to recognize the crucial function of teachers in maintaining 
a society that meets its problems intelligently. When this recognition 
becomes general, all teachers—not science teachers alone—should 
acquire a social and economic standing that will enable them to con- 
centrate their energies on the improvement of instruction. This will 
entail sharply increased salaries and improved opportunities for con- 
tinuing study. 

Our school system is confronted today with a difficult problem of 
numbers. But it would be fatal not to realize that quality is a first re- 
quirement. To reach the standards demanded in this time of world 
struggle will require great and sustained effort. The pressure for 
quick and easy results must not prevent the prompt beginning of a 
long-range program adequate to our educational needs. 











Purposes and Innovations 1n Science Teaching 


WARREN WEAVER 


THE FirsT purpose of science education as a part of total education 
in the elementary and secondary schools and in the early stages of col- 
lege and university training is certainly to furnish a chance to young 
people to get some insight concerning the physical and living world 
about them: the beauty, the discoverability, and the dependability 
of its order; the elegance of its logical structure; and the fun of dis- 
covering and sensing all of this. Such understanding involves intel- 
lectual satisfaction. There is also aesthetic satisfaction in appreciating 
the scientifically revealed unity behind the variety of nature. Cole- 
ridge’s conception—that the essence of beauty was the discovery of 
unity within and behind obvious variety—has always been useful and 
appealing at least to me, because, as Bronowski has so effectively 
pointed out, it unifies the positions of the creative artist and the crea- 
tive scientist. 

Secondly, it seems to me that the main purpose of science teaching 
at that level is to give young people a chance to get training in and 
experience with a method of thought, an attitude of mind, a technique 
of inquiry that has had unparalleled success in certain areas of human 
experience, and that certainly has wide usefulness in many other areas 
of human experience to which it has as yet not been fully applied. 
This technique of inquiry—sometimes referred to, a little overpomp- 
ously, as “scientific method”’—seems to me best captured in the very 
simple phrase “disciplined and competently served curiosity.” It is 
not just curiosity; it is disciplined curiosity, and it is competently 
served curiosity. This to me is the essence of the manner in which the 
scientific mind deals with the world. 

The third of the major purposes—putting these in a descending 
order—is to give young people a chance to learn a part of the modern 
world of idea and action without which no one can hope to be an intel- 
ligent citizen in a modern, free society. Science has become so inex- 
tricably interwoven into the fabric of our culture, so inescapably 
necessary to the maintenance of our level of economic activity, so 
essentially involved in the protection of our freedom, that no citizen 
of our democratically determined society can participate effectively 
in decisions unless he has some reasonable knowledge concerning 
science. 
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Fourthly, it seems to me that another general purpose of science 
education is to give these young people a chance to become interested 
in science as a profession. At the early stages of education it should 
be an opportunity and nothing beyond an opportunity. I think that 
all of the pressures, all of the pleas—perhaps I should even use the 
phrase “all of the bribes’—should come at a later stage. I do not think 
that it is healthy to reach down into the high school level and try to 
persuade youngsters at that stage to become scientists by offering 
them scholarships that carry them all the way through. 

I do not have very much confidence in the accuracy or the relia- 
bility of any of the present attempts to make early assessments of 
aptitudes and capacities. I doubt that one can do this safely at the 
ages of thirteen or fourteen, and I consider it also unfair to the young- 
sters. They ought to have access to or knowledge of a great many 
other interesting and rewarding and wonderful ways in which they 
can spend their lives. A freshman in high school cannot be expected 
to know what it means to be a musicologist, and perhaps his career 
should be that of a musicologist, or a philosopher, or a student of 
linguistics, or a minister. It is important to preserve such variety in 
our culture as will give every pursuit its own rich chance to recruit 
students. I do not like to see the scientists and, particularly, the armed 
services go down to low levels of education and shake the money bag 
in front of bright youngsters with an invitation to become scientists. 

In addition to the purposes of science education considered so far, 
there is, of course, the exceedingly important purpose of making com- 
petent scientists out of those individuals who have become dedicated 
professional candidates. When does the decision of dedication occur? 
I don’t know. An estimate based on my own years of teaching experi- 
ence places this decision somewhere about the sophomore or junior 
year of university, a good deal earlier with a few scientists, and occa- 
sionally later. When they do take scientific vows, when they become 
professionally dedicated, then it is not too difficult to make scientists 
out of these students. I think we do this job well, on the whole. It is 
the rest, the broader job, that I do not think we do very well. 

How can the four main purposes that I have mentioned be served? 
In a presentation that is intended to stimulate thinking and discussion, 
I shall not hesitate to offer a very scattered set of comments. 

First, I believe that science teaching in the elementary and second- 
ary schools, and science teaching to nonscientists in the early years 
of college and university, is generally rather poorly done at present. 
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One important reason is that there are far too few good teachers— 
and I should like to emphasize most strongly that this is not their 
fault. It is our fault. We must restore scholarship to elementary 
teaching. We must restore prestige to elementary teaching. And we 
must start paying teachers a decent amount of money. 

The most important of these interlocking needs, in my judgment, is 
improvement on the scholarly level. Some of us feel rather strongly 
that the less enlightened leaders among professional educators have 
placed an unfortunate emphasis on method, as apart from, and some- 
times even contrasted with, content. We feel that this relative em- 
phasis should be reversed. And while we wish children to develop 
all their potentialities, we feel that a disciplined development of 
their minds is a central and essential core of the process. 

Secondly, the curriculum material has not been very good. Much 
of it is antiquated.* Most of the texts try to cover altogether too much 
factual material, and many make such a frantic and superficial effort 
to interest that they succeed only in being dull. I do not think that 
these texts are too hard; on the contrary, they are not hard enough. 
They underestimate the ability of the young students and do not treat 
them with enough respect. Students are capable of responding to 
much harder material if it is stimulating, solidly interesting, and intel- 
lectually respectable. 

Some of the mathematics taught in high school, for example, is, I 
think, rather dreadful; I do not blame students for being bored with 
it. Surely, we should teach more aspects of mathematics that are 
modern, and interesting, and good. Much as we emphasize the beau- 
tiful, logical structure of classical geometry—the austere and elegant 
procession of pure assumption, pure logic, and the unexpected unfold- 
ing of rich result—how many times in a lifetime has anyone confronted 
a situation in which he had to draw a really strict logical conclusion? 

I, for one, do not use syllogisms around my house very much. As a 
matter of fact, the characteristic situation in life is one in which we 
must make decisions without having enough knowledge of the facts 
to permit the application of simple logic. Mathematics has a great 
deal to say about such real situations, but in a field that most young 
students do not encounter, namely in probability theory and statistics. 


*“Any seventeenth-century mathematician reappearing on earth today could 
enter most classrooms in our high schools and, without any preparation, teach 
the present traditional curriculum.”—Howard F. Fehr, Teachers College, Co- 
lumbia University; President, National Council of Teachers of Mathematics. 
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There are, happily, some promising new movements of thought on 
the improvement of the curriculum. I think one of the best attempts 
is the so-called Physical Science Study Committee, originally at the 
Massachusetts Institute of Technology, under whose auspices and 
leadership a group of first-rate working physicists is trying to produce 
a curriculum, a textbook, new experimental procedures, and a whole 
battery of teaching aids for high school physics courses. There are 
also other interesting developments of this sort. The mathematicians, 
too, have several such projects. The biologists and the chemists are 
still lagging a bit behind, but there is hope on the horizon. And the 
best part of the hope is that good working scientists are now taking 
part in this job. 


I FULLY realize that I am an ancient and dyspeptic character, who has 
not been a teacher for twenty-six years and who is therefore out of 
date. I realize that I may not be properly informed about the present 
happy facts concerning schools of education and the curricula im- 
posed on those who must have a teacher's certificate. But, suspecting 
that there is still a point to the protest, I feel compelled to state, as 
emphatically as I can, my conviction that the primary intellectual 
qualification of a teacher is to know the subject being taught. I would 
put second in importance that the teacher have a broad general edu- 
cation. A useful and important part of general education for a pro- 
spective teacher of course would be some knowledge of the history of 
education. To keep this subject in proper balance, it should be taught 
by scholars in a department of history. Only in third place would I 
agree that there is doubtless a modest volume of dependable and use- 
ful information about methods of teaching; when directed to a large 
body of average individuals, a little instruction concerning methods 
should be moderately useful. 

It is one of our noblest attributes as a people that we are determined 
that everyone in this country be born to an equal opportunity. But in 
far too many cases we have assumed that equal opportunity means 
uniformity of treatment. I believe we should have far greater variety 
in what we offer as educational opportunity for our youths. Some are 
capable of going three times as fast as our ordinary curriculum goes; 
we should allow this and make it possible. There are many others who 
should receive an education that recognizes the value and the dignity 
of the good artisan. The need, in short, is for both excellence and 
variety in our educational pattern—not least, in our science curricula. 








Basic Difficulties in Present High School 
Science ‘Teaching 


FLETCHER G. WATSON 


EDUCATIONAL CHANGE in this country comes slowly, in part because 
any policy changes must be enacted through some thousands of 
independent school boards. While such diversification of local re- 
sponsibility and financial support provides desirable flexibility, it also 
means that some school systems react to social conditions decades be- 
fore others do. Because communication between schools is slow and 
often ineffective, each isolated unit tends to continue the status quo. 
This isolation and dispersion of responsibility inhibits the focusing of 
general social aims and needs upon each separate school’s activities; 
each waits for someone else to take the lead. Only in time of obvious 
and immediate peril, such as a war, do schools react quickly. Is the 
present peril enough to stimulate significant action? 

A social ambivalence toward education distinguishes the enthusi- 
astic words of a few from the lethargy of the many. This may arise 
from a lag between the social conditions within which the present 
adults were educated and those existing now. Many adults still 
preserve the image of times when farmers, laborers, or even pioneers 
could lead lives in which the effects of formal schooling made little 
difference. Now, however, a high school diploma is usually required 
for steady employment. The opportunities for youngsters to find full- 
time employment and to advance in the Horatio Alger tradition have 
diminished, while child labor laws and compulsory school attendance 
laws oblige all the children to attend school until at least age sixteen, 
or in some states age eighteen. What should the schools offer? 

Under these conditions the schools have attempted, sometimes 
halfheartedly, to teach all the children in ways that would aid them 
not only as breadwinners but also as members of a society marked by 
the forty-hour week, much leisure time, and increasing taxes. That 
we have not been completely successful in this complex educational 
operation is obvious. Although a few schools have successfully shown 
the way, most have not been able to look squarely at the diversity of 
children enrolled and to design parallel but distinctly different ap- 
propriate programs. 
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While lip service may be given to the importance of education, we 
‘do not want to pay for what we have, let alone for what we need. In 
the postwar years, the price of everything has shot upward. But 
money for schools, mainly committed to teachers’ salaries, has come 
too little and too late. Men teachers with families often have been 
obliged to take second jobs, which consume their time and vigor 
needed for stimulating teaching. Symbolic of this lack of serious con- 
cern for education and of our general hedonistic approach to life is 
the explosive growth of credit buying. Between 1948 and 1958 the 
amount of installment debt has shot upward from nine billion dollars 
to thirty-four billion dollars. Nearly half of this is owed on automo- 
biles, the current symbol of social status. The current debt on auto- 
mobiles alone exceeds one full year’s operating costs of all the public 
schools in the country.* Is it any wonder that people whose incomes 
are committed far in advance resist any increase in their local taxes 
for schools? 

Our irresponsible attitude toward education is also demonstrated 
through our failure to provide adequate school buildings for children 
born five or six years before they enter school. Too often we have 
been willing to wait until the children were enrolled in school before 
admitting that their numbers far overcrowded the available buildings. 
Symptomatic of our current culture is an inability or unwillingness to 
anticipate and prepare for the future. 

Even this short list of major social attitudes makes clear the magni- 
tude of the committee's plea for “profound and far-reaching changes 
in educational practice and in the moral and intellectual climate of 
our nation.” Such changes will not come easily or quickly. 

More specifically, how can instruction, especially in science, in- 
fluence these attitudes in the public of the next generation? To ex- 
plore this takes us into a central aspect of scientific activity. The prin- 
cipal purpose of scientific inquiry is to gain concepts by which the 
behavior of things can be predicted. The creation of such concepts 
and their testing involves a complex of operations sometimes called 
“problem-solving.” Each of us has learned by experience that our pre- 
dictive systems have severe limitations in applicability and in preci- 
sion. Here, then, is a major attitude that science can contribute to 
general social thought: a desire for predictive systems and the ability 
to judge them for precision. 


* Senator Joseph C. O’Mahoney, in New York Times Magazine, 4 May 1958, p. 12. 
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To make operational such a pervasive attitude, all courses, includ- 
ing science, would need to be taught with as much stress on “How do 
you know it?” and “How well do you know it?” as on “What do you 
know?” The former questions focus upon the utilization of knowl- 
edge and concepts in forming judgments that underlie action. Surely 
one major reponsiblity of the schools is to foster the making of wise 
judgments. If this were believed and put into practice, a veritable 
revolution in teaching practices would occur in all subjects. The in- 
tellectual operations known as problem-solving would become neces- 
sary intermediaries between the acquisition of information and its 
application in predictions. Immediately the basic academic skills, 
often known as “the three R’s” become essential tools for information- 
gathering and conclusion-disseminating. In the ultimate test of learn- 
ing—the making of wise judgments—all the tools of learning must be 
used. 

Through personal involvement in creating and appraising judg- 
ments, children would gain a much needed respect for those few 
people in each line of endeavor who become experts. The current (or 
is it persistent? ) anti-intellectualism grows from educational practices 
that fail to create standards of and admiration for excellence. This 
occurs because we talk about but fail to involve children in practicing 
the making and testing of judgments. By contrast, every boy and girl 
can recognize outstanding athletic achievement because they can 
recognize those who exceed their own accomplishments. Judgment- 
making as the central purpose of education is just as applicable to art, 
music, poetry, literary criticism, economics, government, et cetera 
as it is to science or mathematics. 

In our brief appraisal of the function of schools, other changes in 
the intent as well as the content of instruction in science and mathe- 
matics are implied. Realistically recognizing the genetic diversity 
among children, we must fashion courses with a greater range in 
difficulty. When nearly half the children in school have, by definition, 
academic abilities at or below the average (that is what an average 
is), we cannot expect all to desire or succeed in courses requiring 
the abilities inherent in the upper sixth of the population—such as our 
present courses in physics, chemistry, and algebra. For the many of 
lesser abilities, courses distinctly different in content and pacing are 
essential. Such courses, however, should maintain the same basic 
intent—the making and testing of judgments—but with a lesser degree 
of complexity. 














Notes from the Academy 189 


Similarly, even more fast-moving and searching courses are needed 
for those few of special promise and strong interests in various sub- 
jects. We might refer to these as the “poetry-prone,” the “history- 

rone,” and the “science-prone.” Opportunities to do creative work 
in all fields and to receive the just criticism of their peers and teachers 
is an essential aspect of educating all children, whether slow, aver- 
age, or promising. We also conclude that originality, versatility, 
creativity, and realism are essential attributes of effective teachers. 

For any long-term influence upon the attitudes of future adults, 
programs of instruction must be consistent from the first day of school 
in the kindergarten to the day of high school graduation. One cannot 
expect to produce educated men and women of the twentieth century 
by exposure to a year or two out of a layer cake of specialized science 
courses in the last few years of the high school. These courses are 
elective, generally fairly difficult, often mathematical and abstract. 
The result is that, even among the children who stay in school long 
enough to reach these grades, many choose other courses of greater 
appeal or those in which their chances of academic survival are 
greater. While drastic changes in these final courses are desirable, 
effective attitudes in the majority of pupils must be developed through 
courses offered much earlier. 

The literally “wonderful” aspects of the world around us must 
become known to the child. He must also be encouraged to “wonder” 
about it, and then to discover the amazing human attribute of being 
able to pattern events into predictive systems. This takes time and 
sympathetic assistance from emotionally secure and informed teach- 
ers. A truly staggering task then is the introduction of effective science 
programs in our elementary schools, which employ some 800,000 
teachers, many of whom feel uninformed in science and frightened by 
the very term. 

Equally important in the development of informed and sympathetic 
children is their instruction in the junior high school years, grades 
7, 8, and 9. With such maturer children different approaches and 
more specific activities and inquiries are essential. Yet materials of 
instruction in science are often woefully lacking, even when adequate 
time for science instruction is provided in these grades. As these are 
the years in which children begin to become realistic about possible 
careers and when they must choose among alternate programs in the 
high school, effective and stimulating teaching is surely desirable. 
Unfortunately, such teaching is not commonly offered. 
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Implied in these comments has been the theme that effective learn-. 
ing requires competent, leisurely teaching. Yet for at least ten years. 
we have annually been short several thousand able new teachers in 
science and in mathematics.* Our accumulated deficit throughout the 
nation is now so enormous that even temporary stopgap measures are. 
no longer adequate. This tragic condition occurs just when the 
importance of science and mathematics is being stressed and a sharp 
increase in enrollments is occurring in the high schools. 

While time for planning and reflection is essential for creative 
teaching, our teachers are harried with too many classes and much 
busy-work (milk money, selling tickets, supervising study halls or 
lunchrooms, etc.). In addition, many are obliged to carry a second 
job to keep their families solvent. Once again, our platitudinous talk 
about the importance of education and schooling does not square with 
the actualities. 

While for some decades we shall probably not be able to attract 
the needed number of competent new teachers, much can be done to 
make more effective use of those we have and to improve the others. 
Obviously, as the 1958 Parliament of Science concluded,+ “We must 
compensate teachers at levels which reflect the degree to which the 
destiny of the nation depends on teaching of the highest quality.” This 
would mean that salaries must be raised to the point that schools can 
expect and demand the full-time, year-round interests and activities of 
all teachers. No longer is teaching as a part-time sinecure adequate 
for the needs of the country. 

Able teachers must be used where they are needed most. Too often 
teachers have their daily schedule filled out with classes in subjects in 
which they have neither knowledge nor interest. Once they sign a 
contract to “teach at the assignment of the school department,” they 
have no legal recourse against misusage. Certification laws, vague and 
inadequate as they are as protection for the children, become a 
mockery when unpoliced and uninforced. Among needed positive 
action is the employment of able teachers who are available only for 
part-time instruction. 

Competent teachers also might be shared among several schools 
rather than assigned to chore work to fill out a day’s schedule. Fur- 


* F. G. Watson, P. Brandwein, and S. Rosen (eds.), Critical Years Ahead in 
Science Teaching (Cambridge: Harvard Printing Office, 1953). 
+ Science, Vol. 127, No. 858 (1958). 
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thermore, much of the routine work (grading papers, policing lunch- 
rooms and study halls, etc.) can be assigned to less competent 
employees. 

Finally, teacher improvement, now usually left to the individual— 
on his own time and expense, except for such limited programs as 
those financed by the National Science Foundation—must become of 
intellectual and financial concern to the schools. Although American 
industry expends over five billion dollars annually for the further edu- 
cation of its employees, only rarely does a school system have a mech- 
anism for financing further study by its teachers. Where inevitably 
teachers differ in their special skills and abilities, the more able ones 
must be used to help those less able—and they must be properly com- 
pensated for this activity. Cooperation, coordination, and consulta- 
tion are needed, but these require time and finances that the schools 
cannot now provide. 

While this brief survey of basic difficulties and possible positive 
action could be extended at length, at least some of the basic issues 
are before you. These are sufficient for us to ask: Can the United 
States in this grim, protracted race for survival continue to afford 
the insincerity and hypocrisy toward education that we have prac- 
ticed in the past? 








TEXTS AND MOTIFS 


In Hts Essay “The Aims of Education,” written over forty years ago, 
A. N. Whitehead addressed himself ostensibly to the teaching of 
mathematics in the schools of England. But as he stressed in the intro- 
duction to the book of essays of which this is the first, 


One main idea runs through the various chapters, and is illustrated in 
them from many different points of view. It can be stated briefly thus: 
The students are alive, and the purpose of education is to stimulate and 
guide their self-development. It follows as a corollary that the teacher 
should be alive with living thoughts. The whole book is a protest against 
dead knowledge, that is to say, against inert ideas. . . . The references to the 
educational system concern England. The failures and successes of the sys- 
tem in that country are somewhat different from those in America. But 
such references are merely illustrative: the general principles apply equally 
to both countries. 


To reprint this well-known essay requires no apology. It speaks to 
us still with wisdom and authority on a perennial problem. And for 
those concerned with the educational process, reading these pages 
may serve the purpose of periodic rededication as well as does any 
other single source. 


‘The Aims of Education” 


A. N. WHITEHEAD 


CuLtvure is activity of thought, and receptiveness to beauty and hv- 
mane feeling. Scraps of information have nothing to do with it. A 
merely well-informed man is the most useless bore on God's earth. 
What we should aim at producing is men who possess both culture 
and expert knowledge in some special direction. Their expert knowl- 
edge will give them the ground to start from, and their culture will 
lead them as deep as philosophy and as high as art. We have to 


Presidential address to the Mathematical Association of England, 1916. Reprinted 
from Alfred North Whitehead, The Aims of Education and Other Essays, copy- 
right 1929 by The Macmillan Company, and used with their permission. 
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remember that the valuable intellectual development is self-develop- 
ment, and that it mostly takes place between the ages of sixteen and 
thirty. As to training, the most important part is given by mothers 
before the age of twelve. A saying due to Archbishop Temple 
illustrates my meaning. Surprise was expressed at the success in 
after-life of a man, who as a boy at Rugby had been somewhat 
undistinguished. He answered, “It is not what they are at eighteen, 
it is what they become afterwards that matters.” 

In training a child to activity of thought, above all things we must 
beware of what I will call “inert ideas’—that is to say, ideas that are 
merely received into the mind without being utilised, or tested, or 
thrown into fresh combinations. 

In the history of education, the most striking phenomenon is that 
schools of learning, which at one epoch are alive with a ferment of 
genius, in a succeeding generation exhibit merely pedantry and rou- 
tine. The reason is, that they are overladen with inert ideas. Educa- 
tion with inert ideas is not only useless: it is, above all things, harmful 
—Corruptio optimi, pessima. Except at rare intervals of intellectual 
ferment, education in the past has been radically infected with inert 
ideas. That is the reason why uneducated clever women, who have 
seen much of the world, are in middle life so much the most cultured 
part of the community. They have been saved from this horrible 
burden of inert ideas. Every intellectual revolution which has ever 
stirred humanity into greatness has been a passionate protest against 
inert ideas. Then, alas, with pathetic ignorance of human psychology, 
it has proceeded by some educational scheme to bind humanity afresh 
with inert ideas of its own fashioning. 

Let us now ask how in our system of education we are to guard 
against this mental dryrot. We enunciate two educational command- 
ments, “Do not teach too many subjects,” and again, “What you 
teach, teach thoroughly.” 

The result of teaching small parts of a large number of subjects is 
the passive reception of disconnected ideas, not illumined with any 
spark of vitality. Let the main ideas which are introduced into a 
child’s education be few and important, and let them be thrown into 
every combination possible. The child should make them his own, 
and should understand their application here and now in the 
circumstances of his actual life. From the very beginning of his 
education, the child should experience the joy of discovery. The 
discovery which he has to make, is that general ideas give an under- 
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standing of that stream of events which pours through his life, which 
is his life. By understanding I mean more than a mere logical 
analysis, though that is included. I mean “understanding” in the 
sense in which it is used in the French proverb, “To understand all, 
is to forgive all.” Pedants sneer at an education which is useful. But 
if education is not useful, what is it? Is it a talent, to be hidden away 
in a napkin? Of course, education should be useful, whatever your 
aim in life. It was useful to Saint Augustine and it was useful to 
Napoleon. It is useful, because understanding is useful. 

I pass lightly over that understanding which should be given by 
the literary side of education. Nor do I wish to be supposed to 
pronounce on the relative merits of a classical or a modern curriculum. 
I would only remark that the understanding which we want is an 
understanding of an insistent present. The only use of a knowledge 
of the past is to equip us for the present. No more deadly harm can 
be done to young minds than by depreciation of the present. The 
present contains all that there is. It is holy ground; for it is the past, 
and it is the future. At the same time it must be observed that an 
age is no less past if it existed two hundred years ago than if it 
existed two thousand years ago. Do not be deceived by the pedantry 
of dates. The ages of Shakespeare and of Moliéere are no less past 
than are the ages of Sophocles and of Virgil. The communion of 
saints is a great and inspiring assemblage, but it has only one possible 
hall of meeting, and that is, the present; and the mere lapse of time 
through which any particular group of saints must travel to reach 
that meeting-place, makes very little difference. 

Passing now to the scientific and logical side of education, we 
remember that here also ideas which are not utilised are positively 
harmful. By utilising an idea, I mean relating it to that stream, 
compounded of sense perceptions, feelings, hopes, desires, and of 
mental activities adjusting thought to thought, which forms our life. 
I can imagine a set of beings which might fortify their souls by 
passively reviewing disconnected ideas. Humanity is not built that 
way—except perhaps some editors of newspapers. 

In scientific training, the first thing to do with an idea is to prove 
it. But allow me for one moment to extend the meaning of “prove”; 
I mean—to prove its worth. Now an idea is not worth much unless 
the propositions in which it is embodied are true. Accordingly an 
essential part of the proof of an idea is the proof, either by experiment 
or by logic, of the truth of the propositions. But it is not essential that 
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this proof of the truth should constitute the first introduction to the 
idea. After all, its assertion by the authority of respectable teachers 
is sufficient evidence to begin with. In our first contact with a set 
of propositions, we commence by appreciating their importance. 
That is what we all do in after-life. We do not attempt, in the strict 
sense, to prove or to disprove anything, unless its importance makes 
it worthy of that honour. These two processes of proof, in the narrow 
sense, and of appreciation, do not require a rigid separation in time. 
Both can be proceeded with nearly concurrently. But in so far as 
either process must have the priority, it should be that of appreciation 
by use. 

Furthermore, we should not endeavour to use propositions in 
isolation. Emphatically I do not mean, a neat little set of experi- 
ments to illustrate Proposition I and then the proof of Proposition I, 
a neat little set of experiments to illustrate Proposition II and then 
the proof of Proposition II, and so on to the end of the book. Nothing 
could be more boring. Interrelated truths are utilised en bloc, and 
the various propositions are employed in any order, and with any 
reiteration. Choose some important applications of your theoretical 
subject; and study them concurrently with the systematic theoretical 
exposition. Keep the theoretical exposition short and simple, but let 
it be strict and rigid so far as it goes. It should not be too long for it 
to be easily known with thoroughness and accuracy. The conse- 
quences of a plethora of half-digested theoretical knowledge are 
deplorable. Also the theory should not be muddled up with the 
practice. The child should have no doubt when it is proving and 
when it is utilising. My point is that what is proved should be 
utilised, and that what is utilised should—so far as is practicable—be 
proved. I am far from asserting that proof and utilisation are the 
same thing. 

At this point of my discourse, I can most directly carry forward 
my argument in the outward form of a digression. We are only 
just realising that the art and science of education require a genius 
and a study of their own; and that this genius and this science are 
more than a bare knowledge of some branch of science or of liter- 
ature. This truth was partially perceived in the past generation; and 
headmasters, somewhat crudely, were apt to supersede learning 
in their colleagues by requiring left-hand bowling and a taste for 
football. But culture is more than cricket, and more than football, 
and more than extent of knowledge. 
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Education is the acquisition of the art of the utilisation of knowl- 
edge. This is an art very difficult to impart. Whenever a text-book 
is written of real educational worth, you may be quite certain that 
some reviewer will say that it will be difficult to teach from it. Of 
course it will be difficult to teach from it. If it were easy, the book 
ought to be burned; for it cannot be educational. In education, as 
elsewhere, the broad primrose path leads to a nasty place. This evil 
path is represented by a book or a set of lectures which will practi- 
cally enable the student to learn by heart all the questions likely to 
be asked at the next external examination. And I may say in passing 
that no educational system is possible unless every question directly 
asked of a pupil at any examination is either framed or modified by 
the actual teacher of that pupil in that subject. The external assessor 
may report on the curriculum or on the performance of the pupils, 
but never should be allowed to ask the pupil a question which has 
not been strictly supervised by the actual teacher, or at least inspired 
by a long conference with him. There are a few exceptions to this 
rule, but they are exceptions, and could easily be allowed for under 
the general rule. 

We now return to my previous point, that theoretical ideas should 
always find important applications within the pupil's curriculum. 
This is not an easy doctrine to apply, but a very hard one. It contains 
within itself the problem of keeping knowledge alive, of preventing 
it from becoming inert, which is the central problem of all education. 

The best procedure will depend on several factors, none of which 
can be neglected, namely, the genius of the teacher, the intellectual 
type of the pupils, their prospects in life, the opportunities offered 
by the immediate surroundings of the school, and allied factors of 
this sort. It is for this reason that the uniform external examination 
is so deadly. We do not denounce it because we are cranks, and like 
denouncing established things. We are not so childish. Also, of 
course, such examinations have their use in testing slackness. Our 
reason of dislike is very definite and very practical. It kills the best 
part of culture. When you analyse in the light of experience the 
central task of education, you find that its successful accomplishment 
depends on a delicate adjustment of many variable factors. The 
reason is that we are dealing with human minds, and not with dead 
matter. The evocation of curiosity, of judgment, of the power of 
mastering a complicated tangle of circumstances, the use of theory 
in giving foresight in special cases—all these powers are not to be 
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imparted by a set rule embodied in one schedule of examination 
subjects. 

I appeal to you, as practical teachers. With good discipline, it is 
always possible to pump into the minds of a class a certain quantity 
of inert knowledge. You take a text-book and make them learn it. 
So far, so good. The child then knows how to solve a quadratic 
equation. But what is the point of teaching a child to solve a quad- 
ratic equation? There is a traditional answer to this question. It 
runs thus: The mind is an instrument, you first sharpen it, and then 
use it; the acquisition of the power of solving a quadratic equation is 
part of the process of sharpening the mind. Now there is just enough 
truth in this answer to have made it live through the ages. But for 
all its half-truth, it embodies a radical error which bids fair to stifle 
the genius of the modern world. I do not know who was first 
responsible for this analogy of the mind to a dead instrument. For 
aught I know, it may have been one of the seven wise men of Greece, 
or a committee of the whole lot of them. Whoever was the originator, 
there can be no doubt of the authority which it has acquired by the 
continuous approval bestowed upon it by eminent persons. But 
whatever its weight of authority, whatever the high approval which 
it can quote, I have no hesitation in denouncing it as one of the most 
fatal, erroneous, and dangerous conceptions ever introduced into 
the theory of education. The mind is never passive; it is a perpetual 
activity, delicate, receptive, responsive to stimulus. You cannot 
postpone its life until you have sharpened it. Whatever interest 
attaches to your subject-matter must be evoked here and now; 
whatever powers you are strengthening in the pupil, must be exer- 
cised here and now; whatever possibilities of mental life your teaching 
should impart, must be exhibited here and now. That is the golden 
rule of education, and a very difficult rule to follow. 

The difficulty is just this: the apprehension of general ideas, 
intellectual habits of mind, and pleasurable interest in mental 
achievement can be evoked by no form of words, however accurately 
adjusted. All practical teachers know that education is a patient 
process of the mastery of details, minute by minute, hour by hour, 
day by day. There is no royal road to learning through an airy path 
of brilliant generalisations. There is a proverb about the difficulty 
of seeing the wood because of the trees. That difficulty is exactly 
the point which I am enforcing. The problem of education is to 
make the pupil see the wood by means of the trees. 
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The solution which I am urging, is to eradicate the fatal discon- 
nection of subjects which kills the vitality of our modern curriculum. 
There is only one subject-matter for education, and that is Life in all 
its manifestations. Instead of this single unity, we offer children— 
Algebra, from which nothing follows; Geometry, from which nothing 
follows; Science, from which nothing follows; History, from which 
nothing follows; a Couple of Languages, never mastered; and lastly, 
most dreary of all, Literature, represented by plays of Shakespeare, 
with philological notes and short analyses of plot and character to 
be in substance committed to memory. Can such a list be said to 
represent Life, as it is known in the midst of the living of it? The 
best that can be said of it is, that it is a rapid table of contents which 
a deity might run over in his mind while he was thinking of creating 
a world, and had not yet determined how to put it together. 

Let us now return to quadratic equations. We still have on hand 
the unanswered question. Why should children be taught their 
solution? Unless quadratic equations fit into a connected curricu- 
lum, of course there is no reason to teach anything about them. 
Furthermore, extensive as should be the place of mathematics in a 
complete culture, I am a little doubtful whether for many types of 
boys algebraic solutions of quadratic equations do not lie on the 
specialist side of mathematics. I may here remind you that as yet 
I have not said anything of the psychology or the content of the 
specialism, which is so necessary a part of an ideal education. But 
all that is an evasion of our real question, and I merely state it in 
order to avoid being misunderstood in my answer. 

Quadratic equations are part of algebra, and algebra is the intel- 
lectual instrument which has been created for rendering clear the 
quantitative aspects of the world. There is no getting out of it. 
Through and through the world is infected with quantity. To talk 
sense, is to talk in quantities. It is no use saying that the nation is 
large,—How large? It is no use saying that radium is scarce,-How 
scarce? You cannot evade quantity. You may fly to poetry and to 
music, and quantity and number will face you in your rhythms and 
octaves. Elegant intellects which despise the theory of quantity, are 
but half developed. They are more to be pitied than blamed. The 
scraps of gibberish, which in their schooldays were taught to them 
in the name of algebra, deserve some contempt. 

This question of the degeneration of algebra into gibberish, both 
in word and in fact, affords a pathetic instance of the uselessness of 
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reforming educational schedules without a clear conception of the 
attributes which you wish to evoke in the living minds of the 
children. A few years ago there was an outcry that school algebra 
was in need of reform, but there was a general agreement that graphs 
would put everything right. So all sorts of things were extruded, and 
graphs were introduced. So far as I can see, with no sort of idea 
behind them, but just graphs. Now every examination paper has one 
or two questions on graphs. Personally, I am an enthusiastic adherent 
of graphs. But I wonder whether as yet we have gained very much. 
You cannot put life into any schedule of general education unless 
you succeed in exhibiting its relation to some essential characteristic 
of all intelligent or emotional perception. It is a hard saying, but it 
is true; and I do not see how to make it any easier. In making these 
little formal alterations you are beaten by the very nature of things. 
You are pitted against too skilful an adversary, who will see to it that 
the pea is always under the other thimble. 

Reformation must begin at the other end. First, you must make 
up your mind as to those quantitative aspects of the world which are 
simple enough to be introduced into general education; then a 
schedule of algebra should be framed which will about find its 
exemplification in these applications. We need not fear for our pet 
graphs, they will be there in plenty when we once begin to treat 
algebra as a serious means of studying the world. Some of the 
simplest applications will be found in the quantities which occur 
in the simplest study of society. The curves of history are more vivid 
and more informing than the dry catalogues of names and dates 
which comprise the greater part of that arid school study. What 
purpose is effected by a catalogue of undistinguished kings and 
queens? Tom, Dick or Harry, they are all dead. General resur- 
rections are failures, and are better postponed. The quantitative 
flux of the forces of modern society is capable of very simple 
exhibition. Meanwhile, the ideas of the variable, of the function, of 
rate of change, of equations and their solution, of elimination, are 
being studied as an abstract science for their own sake. Not, of 
course, in the pompous phrases with which I am alluding to them, 
here, but with that iteration of simple special cases proper to 
teaching. 

If this course be followed, the route from Chaucer to the Black 
Death, from the Black Death to modern Labour troubles, will connect 
the tales of the mediaeval pilgrims with the abstract science of 
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algebra, both yielding diverse aspects of that sir theme, Life. 
I know what most of you are thinking at this point. I__ that the exact 
course which I have sketched out is not the particul. me which you 
would have chosen, or even see how to work. I qu agree. I am 
not claiming that I could do it myself. But your ection is the 
precise reason why a common external examination — stem is fatal 
to education. The process of exhibiting the application: of knowledge 
must, for its success, essentially depend on the character of the pupils 
and the genius of the teacher. Of course I have left out the easiest 
applications with which most of us are more at home. I mean the 
quantitative sides of sciences, such as mechanics and physics. 

Again, in the same connection we plot the statistics of social 
phenomena against the time. We then eliminate the me between 
suitable pairs. We can speculate how far we have exhibited a real 
causal connection, or how far a mere temporal coincidence. We 
notice that we might have plotted against the time one set of statistics 
for one country and another set for another country, and thus, with 
suitable choice of subjects, have obtained graphs which certainly 
exhibited mere coincidence. Also other graphs exhibit obvivus causal 
connections. We wonder how to discriminate. And so are drawn 
on as far as we will. 

But in considering this description, I must beg you to remember 
what I have been insisting on above. In the first place, one tran of 
thought will not suit all groups of children. For example, I should 
expect artisan children will want something more concrete and, in 
a sense, swifter than I have set down here. Perhaps I am wrong, but 
that is what I should guess. In the second place, I am not contem- 
plating one beautiful lecture stimulating, once and for all, an 
admiring class. That is not the way in which education proceeds. 
No; all the time the pupils are hard at work solving examples, drawing 
graphs, and making experiments, until they have a thorough hold on 
the whole subject. I am describing the interspersed explanations, the 
directions which should be given to their thoughts. The pupils have 
got to be made to feel that they are studying something, and are not 
merely executing intellectual minuets. 

Finally, if you are teaching pupils for some general examination, 
the problem of sound teaching is greatly complicated. Have you ever 
noticed the zig-zag moulding round a Norman arch? The ancient 
work is beautiful, the modern work is hideous. The reason is, that 
the modern work is done to exact measure, the ancient work is varied 
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according to **&‘idiosyncrasy of the workman. Here it is crowded, 
and there it is@ #panded. Now the essence of getting pupils through 
examinations ° “to give equal weight to all parts of the schedule. 
But mankind“ “naturally specialist. One man sees a whole subject, 
where anoth ‘an find only few detached examples. I know that 
it seems coi“adictory to allow for specialism in a curriculum 
especially desfgned for a broad culture. Without contradictions the 
world would be simpler and perhaps duller. But I am certain that 
in education wherever you exclude specialism you destroy life. 

We now come to the other great branch of a general mathematical 
education, namely Geometry. The same principles apply. The 
theoretical part should be clear-cut, rigid, short, and important. Every 
proposition x-vt absolutely necessary to exhibit the main connection 
of ideas should be cut out, but the great fundamental ideas should 
be all there. No omission of concepts, such as those of Similarity and 
Proportion. We must remember that, owing to the aid rendered by 
the visual presence of a figure, Geometry is a field of unequalled 
excellence for the exercise of the deductive faculties of reasoning. 
Then, of éourse, there follows Geometrical Drawing, with its training 
for the hand and eye. 

But, like Algebra, Geometry and Geometrical Drawing must be 
extended beyond the mere circle of geometrical ideas. In an 
industrial neighbourhood, machinery and workshop practice form 
the appropriate extension. For example, in the London Polytechnics 
this has been achieved with conspicuous success. For many secondary 
schools I suggest that surveying and maps are the natural appli- 
cations. In particular, plane-table surveying should lead pupils to a 
vivid apprehension of the immediate applications of geometric truths. 
Simple drawing apparatus, a surveyor’s chain, and a surveyor’s 
compass, should enable the pupils to rise from the survey and men- 
suration of a field to the construction of a map of a small district. The 
best education is to be found in gaining the utmost information from 
the simplest apparatus. The provision of elaborate instruments is 
greatly to be deprecated. To have constructed the map of a small 
district, to have considered its roads, its contours, its geology, its 
climate, its relation to other districts, the effects on the status of its 
inhabitants, will teach more history and geography than any knowl- 
edge of Perkin Warbeck or of Behren’s Straits. I mean not a nebulous 
lecture on the subject, but a serious investigation in which the real 
facts are definitely ascertained by the aid of accurate theoretical 
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knowledge. A typical mathematical problem should be: Survey such 
and such a field, draw a plan of it to such and such a scale, and find 
the area. It would be quite a good procedure to impart the necessary 
geometrical propositions without their proofs. Then, concurrently 
in the same term, the proofs of the propositions would be learnt while 
the survey was being made. 

Fortunately, the specialist side of education presents an easier 
problem than does the provision of a general culture. For this there 
are many reasons. One is that many of the principles of procedure 
to be observed are the same in both cases, and it is unnecessary to 
recapitulate. Another reason is that specialist training takes place— 
or should take place—at a more advanced stage of the pupil’s course, 
and thus there is easier material to work on. But undoubtedly the 
chief reason is that the specialist study is normally a study of peculiar 
interest to the student. He is studying it because, for some reason, 
he wants to know it. This makes all the difference. The general 
culture is designed to foster an activity of mind; the specialist course 
utilises this activity. But it does not do to lay too much stress on these 
neat antitheses. As we have already seen, in the general course foci 
of special interest will arise; and similarly in the special study, the 
external connections of the subject drag thought outwards. 

Again, there is not one course of study which merely gives general 
culture, and another which gives special knowledge. The subjects 
pursued for the sake of a general education are special subjects 
specially studied; and, on the other hand, one of the ways of encour- 
aging general mental activity is to foster a special devotion. You may 
not divide the seamless coat of learning. What education has to 
impart is an intimate sense for the power of ideas, for the beauty 
of ideas, and for the structure of ideas, together with a particular body 
of knowledge which has peculiar reference to the life of the being 
possessing it. 

The appreciation of the structure of ideas is that side of a culture 
mind which can only grow under the influence of a special study. 
I mean that eye for the whole chessboard, for the bearing of one set 
of ideas on another. Nothing but a special study can give any appre- 
ciation for the exact formulation of general ideas, for their relations 
when formulated, for their service in the comprehension of life. A 
mind so disciplined should be both more abstract and more concrete. 
It has been trained in the comprehension of abstract thought and in 
the analysis of facts. 
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Finally, there should grow the most austere of all mental qualities; 
I mean the sense for style. It is an aesthetic sense, based on admira- 
tion for the direct attainment of a foreseen end, simply and without 
waste. Style in art, style in literature, style in science, style in logic, 
style in practical execution have fundamentally the same aesthetic 
qualities, namely, attainment and restraint. The love of a subject 
in itself and for itself, where it is not the sleepy pleasure of pacing 
a mental quarter-deck, is the love of style as manifested in that study. 

Here we are brought back to that position from which we started, 
the utility of education. Style, in its finest sense, is the last acquire- 
ment of the educated mind; it is also the most useful. It pervades the 
whole being. The administrator with a sense for style hates waste; 
the engineer with a sense for style economises his material; the artisan 
with a sense for style prefers good work. Style is the ultimate morality 
of mind. 

But above style and above knowledge, there is something, a vague 
shape like fate above the Greek gods. That something is Power. 
Style is the fashioning of power, the restraining of power. But, after 
all, the power of attainment of the desired end is fundamental. The 
first thing is to get there. Do not bother about your style, but solve 
your problem, justify the ways of God to man, administer your 
province, or do whatever else is set before you. 

Where, then, does style help? In this, with style the end is attained 
without side issues, without raising undesirable inflammations. With 
style you attain your end and nothing but your end. With style the 
effect of your activity is calculable, and foresight is the last gift of 
gods tomen. With style your power is increased, for your mind is not 
distracted with irrelevancies, and you are more likely to attain your 
object. Now style is the exclusive privilege of the expert. Whoever 
heard of the style of an amateur painter, of the style of an amateur 
poet? Style is always the product of specialist study, the peculiar 
contribution of specialism to culture. 

English education in its present phase suffers from a lack of a 
definite aim, and from an external machinery which kills its vitality. 
Hitherto in this address I have been considering the aims which 
should govern education. In this respect England halts between two 
opinions. It has not decided whether to produce amateurs or experts. 
The profound change in the world which the nineteenth century has 
produced is that the growth of knowledge has given foresight. The 


amateur is essentially a man with appreciation and with immense 
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versatility in mastering a given routine. But he lacks the foresight 
which comes from special knowledge. The object of this address is 
to suggest how to produce the expert without loss of the essential 
virtues of the amateur. The machinery of our secondary education 
is rigid where it should be yielding, and lax where it should be rigid. 
Every school is bound on pain of extinction to train its boys for a 
small set of definite examinations. No headmaster has a free hand 
to develop his general education or his specialist studies in accordance 
with the opportunities of his school, which are created by its staff, 
its environment, its class of boys, and its endowments. I suggest that 
no system of external tests which aims primarily at examining indi- 
vidual scholars can result in anything but educational waste. 

Primarily it is the schools and not the scholars which should be 
inspected. Each school should grant its own leaving certificates, 
based on its own curriculum. The standards of these schools should 
be sampled and corrected. But the first requisite for educational 
reform is the school as a unit, with its approved curriculum based on 
its own needs, and evolved by its own staff. If we fail to secure that, 
we simply fall from one formalism into another, from one dung-hill 
of inert ideas into another. 

In stating that the school is the true educational unit in any national 
system for the safeguarding of efficiency, I have conceived the 
alternative system as being the external examination of the individual 
scholar. But every Scylla is faced by its Charybdis—or, in more 
homely language, there is a ditch on both sides of the road. It will 
be equally fatal to education if we fall into the hands of a super- 
vising department which is under the impression that it can divide 
all schools into two or three rigid categories, each type being forced 
to adopt a rigid curriculum. When I say that the school is the educa- 
tional unit, I mean exactly what I say, no larger unit, no smaller unit. 
Each school must have the claim to be considered in relation to its 
special circumstances. The classifying of schools for some purposes 
is necessary. But no absolutely rigid curriculum, not modified by its 
own staff, should be permissible. Exactly the same principles apply, 
with the proper modifications, to universities and to technical 
colleges. 

When one considers in its length and in its breadth the importance 
of this question of the education of a nation’s young, the broken lives, 
the defeated hopes, the national failures, which result from the 
frivolous inertia with which it is treated, it is difficult to restrain 
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within oneself a savage rage. In the conditions of modern life the 
rule is absolute, the race which does not value trained intelligence 
is doomed. Not all your heroism, not all your social charm, not all 

our wit, not all your victories on land or at sea, can move back the 
finger of fate. Today we maintain ourselves. Tomorrow science will 
have moved forward yet one more step, and there will be no appeal 
from the judgment which will then be pronounced on the uneducated. 

We can be content with no less than the old summary of educa- 
tional ideal which has been current at any time from the dawn of 
our civilisation. The essence of education is that it be religious. 

Pray, what is religious education? 

A religious education is an education which inculcates duty and 
reverence. Duty arises from our potential control over the course of 
events. Where attainable knowledge could have changed the issue, 
ignorance has the guilt of vice. And the foundation of reverence is 
this perception, that the present holds within itself the complete sum 
of existence, backwards and forwards, that whole amplitude of time, 
which is eternity. 
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